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Peer tutoring and other innovative uses of students in teaching roles

v

recently have received considerable attention because of the substantial .

o

academic and social gains ZMich can be obsefved among parficiﬁéting,cﬁi@d-i
. ren. Teachers who want to try peer tutoring encouhgen difficulty in .

devising workable programs for their own classrooms, however, ‘because most -

“ "

currently available information fails to integrate what has beeri learned
_ from individual projects throughout the country. .This intérpretive study
combines an examination of relevant literature and field observations of

8 o
several ongoing peer tutoring programs ‘in a comprehensive guide for school

“

\. personnel.’ The guide céniéins descrip§j0n§ of several approaches and

\ suggestions for teachers oﬁ hoy°to des{gn and impiemeht a program of peé}

\ tufonihg which is re;péﬁ;ive to the particu]ar needs of ;heir individual
classrooms. The bibliography iists ?06 pub]%shéd articles, ERiC reports,

&

and doctoral dissertations on peer tutoring. - - ¢
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CHAPTER 1. INTRODUCTION -

?

This Guidebook, has been prébared.to acquaint potential users of peer

. tutoring with the variety of programs that have been developed featuring

\

students in teaching roles and with the outcomes that have been

o v

produced.
It characterizes several models that have been described, points out some
of the hurdles that should be anticipated, and exp]aing the steps taken

~~y

by teachers who have initiated successful programs. These exporiences

from other schools can help you decide.wheth?r peer tuto;ing is appropriate
for your sohool or classroom. 1ney can a]ia;heip you plan, imp]gment,laﬁdc
assess a peer tutoring program'which‘is tailored to your own aims and the,.

needs of’your students. ‘ . L

0%

Nhat 1s Peer Thtor1ng7

Children do learn from other ch11dren This .simple princip]e‘has be-
come increasingly important to many youngsters throughout the country who
are now learning from one another as part of their regu]ar c]assroom in-
structicn. Very often, children who work together discover the experience
5§4both enjoyable and productive. Many teachers, too,,havo become con-

vinced that students helping each other has enormous potential for educa-

tion. Suff%bient research evidence has .been accumulated to show that care-

>

fully designed peer teaching programs add,measurably to tho educational

growth of the participants. It is not suprising, then, <that children

teaching children has received so much attention in the past several years.

For most children, teaching and learning from each other is a very

¢

normal experience. Preschoolers learn from one another at play, adoles-

cents get together on homework activities, and classmates coach their’




.
o

4

» § 0
friends on study assignments. Peer teaching within the classroom may be “
o

more de1iberate and structured, but'ﬁany of, thebsame qualitjes are evident.

-'Chi]dren often. feel more‘comfortab1e rece1v1ng 1nstruct1on from other (

youngsters than from adults. They f1nd it easmer to ask quest1ors, seek
clacifications, and acknowledge the1r own confus1on The angwers and
-
explanations, presented in the more familiar words of their peers are some-

times eeé\er to understand. %45i'

When given a teacﬁing role, children often are able to view the learn-
ing d1ff1cu1t1es of thair peers with refreshing sympathy and insight.

\‘;

Their c]oseness to the mater1a1 he]ps them isolate the source of problems,
choose usefu] examples, and respond enthusiastically to even s]1ght signs
of progress 'Evidence alsg is accumulpting which suggests that those stu-

dents who offer help to others reSpond to the challenge by improving their

e Sa— PO —

own skills and know]edge Part1cu1ar1y those youngsters who -themselves
Aearn sTowly seem to gain motivation toward school through responsibility’

ffon helping another child.

Social grewth for ooth learners and helpers is onother positive benefit
of children working together. Many youngsters need opportunities for
satisfying relationships with other children to realize their own potential.
For them, the experience of 1nteract1ng w1th other children can be the
highpoint of their schcol day. Many schools have des1gned programs expressly .
for the social ‘development of their students. Those responsible for these °
programs have recognized that a well-rounded edlication includes learning
activities which enrich the personalities of.students as well as their

intellectual competencies.

8
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The generally encourag1ng descriptions of hundreds of applications of

geer tutor1ng, as ch11dren 1n<truct1ng bther ch11dren usually is called,

have captured the interest of teachers and school supervisors in all parts®

of the country. Understandably, howevery not all educators have decided
they want or need peer tutor1ng as a regularly schedu]ed activ1ty in their

w

- schools. They fee] it taPes time away from other ¢lassroom priorities,

L]

that it p]aces_unnecessary demdnds on selected students, and that it. Teads
_‘;o confusion on the pari.of slow learners by‘exposing'them to more than -
one source of instruction. Fveﬁ more important, these practitioners'fee]
the results so far reportad are ioo tepuous to serve as the basis for
adopting an ;%novat1ve pract1ce that requ1res exten51ve p]ann1ng and

coordination if 1t is to succeed

“

Rea]istigal]y, of course, peer tutoriqg has both some uniqge adfant-
ages and some gract1ca1 limitations. ‘Depgpding dn how a program is designed
and 1mp1emented, 1t can sat1sfy a number of pup11 needs that are hard to .
‘meet in othgr ways. One authorlty, for example, 1ists 24 favorab]e
changes which classroom teachers observed in the performance and attitudes .
of yoangsters partdcipating in a peer tutoring program (Lippitt, Lippitt &‘
Eiseman, 1?713. These iné]uded doing better on tests, greater participation
in class, improved attendance, less disruptive behaQior, heightenéd
interest, and greater self-confidence. By and large, the same Ehanges
were noted for those students who were giving help as well as those receiv-
fhg it. T B

No -equivalent list of problems associated with beer tutoring Hds been

prepared, but many individual descriptions of programs mention-one or more

difficd]ties, particularly of an adminisf}ative nature, that were encoun-
) ’ S .

9 . v o
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tered.’ These inc]ud!pheavy demands on the time of program coordinators

o

and other §%hoo]~personne1} the absence of-addequate space, a lack of

instrUctiona] materié]s suitable -for use during tutoriné, excessive noise
due to everyone ta1k1ng at once, and the misuse of ava11ab1e,he1pers by

some teachers. By and 1arge these‘prob]ems can be overcome. Although

several studies of p‘.‘f&ms fail to reveal any meqsuraule-improvement for ¢
the\ggrticipating students; none point out any adverse effectc on Ahy of

the children involved.
« - R ’ ?
Whether or not peer tutoring is desirable for your school or’class
: ol . i ‘
depends cn the needs of the children and the‘wi111ngne35’6fmtbe prgfessiona]
b . 4 : ‘
staff to exert the effort required to make a program work. The outcomes “o

of the program also will depend heavily on the way the program‘i§ designed.

No two teachers or school settings are exact]y,the~same.\ For this ?eason,

ot

no one model or aoproach is necessari]x the best for every situation.

o

Devising a program which is tailored to your own needs and‘resources is
not too difficult, however, and even a modest trial is likely to'ihdicgte

‘ whether the results are sufficiently rewarding to warrant the program's ..
¢ v ¢ “ -
continuation or expansion. : ‘ . "

.

Fundaﬁeﬁtal'Concepts _ ‘ ‘ , 2

’

Teaching is essent1a1 to 1earn1ng, but 1earn1ng obviously depends on
) . mach more than present1ng information. Before mastery is achieved, the
learner must have sufficient practice to acquire skill and conf1dence w1th
_the new'material. And, for th1s pract1ce to be most useful, the 1eerner
needs both guidance to .avoid m1stakes and recognitton to 1nd1cate progress.
. Much as teachers realize these needs, sufficient individual attent1on o

A

'« meet them is far from possible in most classrooms. Some children afe able

10 " | o
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to work and progress more'or less on their owf. But others need consid-

erable heTp‘hgssurance and support to learn as much and as rapid]y as
L] - \
, their ab11ft1es a1low . S S e \5\7

-

k]

: For these chrtdren, actess to a sympathetic tutor may mean the Hif-f

~

" . ference between keeping'updwith.their'c]ass~or fa]]ing.further and further

v

behind In some énStances parents, aides- or other adu]ts can be called

@

upon to pronounce spe111ng words work through math prob]ems, or coach
read1ng efforts. Too, often th1s kind of: adu]t he]p is least available
when it is most needed. * Youngsters with 1earn1ng difficulties character- a

fst\ca11y d1scourage eas11y and, over t1me become overwhe]med’E*‘each

success1ve difficulty. Assemb11ng adequate resources to aid, these children

—

is a challenge ‘every teabher faces. ’ A \\\\“ . v

2

Yet, other ch11dren in the same school or c]ass often are morz\than

w1111ng to prov1de the needed he]p Some are\hlgth capable students

working well above the1r own grade levels and actively seek1ng ways to

constructively d1rect their spare energ1es and capab113t1es 0thers-are

themselves s1ow learners who slncerer see every,pbbortun1ty to be of

spec1a1 va]ue as a\we1come chance to bbost the1r own seif-esteem. Still

others are the qu1te average students who, by sharing in the respons1b111ty
- for another ch11d S growth know thex w1lJ grow themseres in conf1dence,

maturity, and sOc1a1 sk111 . Gett1ng hL]pers and 1earners together in ways

that benef1t beth 1s,the a1m of most current th1nk|ng about peér tutor1ng

-o L4

ﬂ’ '

Students he1p1ng other students has been the theme of hundreds of
pub11shed *reports -and the focus of thousands of, schoo] re]ated programs

throughout the counfry. Although the anticipated advantaces of children

“he1p1ng other children vary from one setting to the next mpst peer

, _ 11 .

o

’

-
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_teaching programs share a number of features which can@be utilized in

Q

various combinations +o ennance ed@?ation. For the learner, the one-to- R
one instructional process .provides the kind of tndividua] attention wﬁich{

15 not often pcsgib]e during regu!ar class periqds. Questions can be o
answered, specific difficu]ties‘can be brought to 1ight,'successes can be

immediately rewarded, and practice ppportunities can be multiplied without

all children having to wait their turn. \\\\

rd ' prs

-

Even more inportant, tutoring can”give the ]earner access to a]terna-
tive ways of approaching a difficult topic. A new_péint of view may be
all that is needed te overcome some specific ]earning difftcu]ty. In this
selse, another child may be especia1]y helpful in arranging exercises,

explaining concepts, and app]y1ng standards which more nearly match the -

needs of a young learner. 0bgervers of peer teaching sessions also note

é

the patience children frequently have with repetition. Giving the correct
j{ answer/a fifth or sixth time somehow seems. as to]erab]e to a child in a

tut9r1ng role as it is exasperat1ng to most c]assroom teachers The : ﬂ
- . d1nnn1shed age and 1nte]]ectua] differences, between learners and their ‘
helpers IS anqther aspect of the peer relationghip wh1ch»g1ves 1t its .
unique character: Many students feel more cdmfortab]e rece1v1ng_1nd1v1dua] help

from someone nearer their own age than from an aduit. They find it easier

o~

. ) ) ’ 7
“" +  to discuss their problems, ask for additional assistance, and use the

\J

- other chitd's correct performance as a mode! for their own. 4
v A

4

Advantages for the schodl-age tutor are a little less obvious but at

1east'as.subs%antia] Valuable att1tud1na1 changes frequent]y are observed !

as students, part1cu1ar]y those low jn achievement W1th1n the1r own classesy — ——— ___

&

experience the satisfaction of having made a real contr1but1on to the -

.
- .
.

v, 12 ‘
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derelopment of anoiner child. Se]f-esteem 1s heightened by tihe responsi

‘bility of aynew and usefu] role' Shy ch11dren frequently b]ossom whiie

-
@ -4

“serving as helpers in a tutor1a1 program. Thecmost encouraging outcome

of all, however, has been the academic progress shown by tutors as a resu]t

- of their he]plng other ch11dren learn. In severai recent studies, ifi fact,

achievement gains for the_tutors have equalled or exceeded those for the .

4

tutees! T ] ¥ e

- e
Finally, peer teaching has opened new prospects for the kinds of .

comprehensive growth more and more educators are emphasizing as the .real

e ~—————purpose of -education. 4Many§exeﬁp1Eryuprograhs,jntentiona]]yustress the

development of "helping relationships" as ways of fostering initiative, ¢-

cooperation, -and sccial understanding. Respect% awareness, and benevolence
have been: reportad as outcomes when children nork together for each other:s
benefit. Even if impact on measured achieverent is ignored, the cqntribu-”
tion of tutorial experiences to»the,personal enrichment of the participants

is a gignificant reason for considering peer teaching in any school program.
. IS « . o -

%cope of this Guidebook N ‘ i

»

In a practical senSf no educatﬂona1”innovation”can“be-adopted”w th=

qui 1nrestment. Peer teaching genera]]y requires 19t e financial outlay,

“

but it does represent a cost in terms of the time and effort needed to

plan, prepare, administe, and sustain a workab]e program. This guide vis -

~neither'an effort to systematically encourage the use of peer teaching.nor

a manual of detaiﬂed directions on hon to implement somé specific approach.

What it does provide is-a compilation of the experiences'teachers and

other school personnel have had with a wide variety of programs. It perm}ts
using the results of these experiences so that the time and effort devoted -

to preparing a program is invested wisely and productively.

-7-
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The following chapter in the Ghidebook Tooks ét$30me of the oriéins

4

o of peer tutogifig to put the use of students as teachers in its proper .

~ historical perspective. In this chapter, and in the rest of the volume,

]

attentiop has been focused primarily on programs with learners in the

<

primary grades, tutors who themselves are students, and materials which
-ar€ representative of contemporaﬁy @ducation. Tutoring programs which
. necessarily depend on aides or other adults as tutors or are suitable only

for high school or college learners have been omitteda’?

v bl

Chapter 3 Tooks at some of the very carefully structured programs
that have been described in the literature. These programs use peer tutor-
ing.to implement new cu’rriculum concepts which depca‘d’ on tutors to prm{.ide
indjvidua]ized praéficé fq]]owing carefully defined péocedures. “Although
- tﬁgse programs may be too. complex to be considered useful in many school
sg;tings,<theaevidence in support of their success suggests tﬁéy should be

considered when the appropriate needs are present. ¢

K

"~

In Chapter 4, some of the flexible applicatibns of peer tutoring

X
PR

chardbteristic of many smaller programs are examined. Because students

—————-—gare"able to help each-other in-many-different-ways;—and-for-many-different

3 L

purposes, programs have been designed which differ widely in szope éndw
strucfure. The dimensions along which prog}ams vary are considered and

the reasons why existing research affords 1ittle guidance in program design
are suggested. Several basic mo@e]s of peer teaching that seem to be

emerging from recent work are presented. .
N 4

>
<

In Chapter 5, four representative peer téaching programs _are described

in detail. The main purpose of these illustrative programs is to identify

the features of successful efforts and describe their day-to-day dynamics.

» [N

2]
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Most programs, of course, have gone through a period 6f devé]opment during

which prob]ems were identified and refinements were made For this reason,

<

emphas1s in the descr1pt1ons has been given to changes in the programs
which affectéd the1r operat1on, their effects on students, and the1r

demands on teachers and administrators. : - -

Chapter 6 sunmarizes the steps involved in planning and imp]ement{ng‘
a program of peer tuto;{ng. Careful preparation is essential if any pro-
gram is to accqmp]ish iég aims.  The pr§ctica1 shggestions.Of tquherS'who
have used. peer tutoring can contribute enormously to the ease wifh which .
new programs are organized and operated. In this chapter, many questions "
frequeht]y asked abggtﬁpeef teaching programs are answered. As will be
seen, most of these concerns stem from a lack of.fami]%arity with what

happens when students help each other. o

I3
IS b

Chapter 7 reviews some of the keyiﬁbncepg§ and attempts to assess peer
tutoring from the perspective of the total educational process. Some _‘ .
- teachers who have experienced a peer ﬁrogram feel that the process of child-

- ren working together is far more important than the measurable product of

. their_interaction : Thuq,,:ha«longatenmuefﬁeet5~ofnshowing_chi1d?en>how;to_“¢~__;“w,._

learn b& helping each othér may be as significant as’more immediate |
"achiévementfggjns. Finally, additional sources of igformation of particular
interést to those planning a péer teaching program are “identified.

PRI
2
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E CHAPTER 2< BACKGROUND . ' . :

Informa]]y,yat 1east, students he1p1ng each other 1earn has been a ‘
¢ feature of education since children first were assemb]ed into c]asses.

«

Nr1ght (1960), for example, cites the first century Roman educator,
, f Qu1nt111an,aas recognizing the value of peer tutoring Wright also notes ‘
that mutua] 1nstruct1on by c]assmates dates back to ancient times in
Hindu schoo]s.v TheAmoreJde11berate use of-students in teach1ngbr01e§ did
not become wideépread, hbwéﬁgrf;untiT late in the eighteenth century when
R o the Industr1a1 Revolution awakaned public interest in formal education.

* The h1story of peer tutoring in Amer1can schools beg1ns at that po1nt

.~ Lancaster's Monitors

¢ s

While in his early twenties, the Eng]i;hman, Joseph Lancaster {1778-
1838) took it upon himself to charitably offer thé rudiments of classical

~ instruction to a handful of needy'chi1dren in London. The crowds of

-

younésters who apgeared at h%s door gverwhelmed him, however, and lacking .

2

'. s ., assistants, he set himes1f to working out the details of a procedure which

wou]d allow some of his pupils to teach the others. His notions rapidly

evo]ved and by age 30 when he imigrated to the 'Inited States, his method

. already had achieved a Ffoothold in several East COast c1t1es.

~

s The. Lancasterian method demonstrated, more than anything-e]se, that

i

. educat1on ne2d not depend*on thek1mmed1ate presence of a recognized master.
N _ A s1ng]e teacher presenéed each Tésson to 20 or more "mon1tors" who- theh
-, taught that 1esson-tq_an a551gned group of 10 or so pupils. In(th1s way,
'i | every-schoo1-cou1d enroll hunéreds of students at the expense of but one
teacher. A typfca]ole;son cons{sted*of a rule fo]]owed,by examples
16
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presented in drill-1ike fashion. A1l activities were to be carried out

with almost military precision, including not only assigned -lessons but

= ‘ I\
even movement about the schoolroom and the removing of hats in the movning.

-
-

4

As1de from mon1tors selected for teach1ng dut1es others.were chosen L
to take attendance, ve;1tymooo11~atta1nment, and take charge of mater1a1s.
There was even a monitor designated to monitor the other monitors. The
teacher, in most versions .of the system, had 1itt1e to do since Lancaster's.
'bplannjng had antic;pated almost every. schoo]room event. 'This rigidity in .
'Lancaster”s approach'led those capable of bec;ming monitors”to leave
sehoolaand—take~paying—positﬁons~e45ewhereu ~Nhen~untrained“women«who“were——
subsequent]y hired as rep]acements proved nét up to the task, programs of
tra1n1ng young women in the art of teach1ng were estab11shed creat1ng, -
in essence, the first normal schools. Only at this point did "profe551on-
“alsim" become a factor in pedagogy, a development which u1t1mate1y made
poss1b1e the abandonment of the very exp11c1t routines inherent in Lancaster s

system.. -~ . . '

Lancaster's general method of instruction {Lancaster, 1808) made ‘. . -

fundamental education'ﬁdausible and affordable for the urban masses.

.e 2

' & . . “
Without Lancaster'sctlmely recognition that students themselves could be -
valuable instructional resources, education for everyone might never have

become commonplace. Yet, while many of his detailed ideas were highly

<

innovative, such as rounding the corners on pupil desks to reduce injuries

and giving rewards in the ferm of tickets which later could be turned in

for prizes, the need for very low cost %nstnuction all but disappeared in
this'countny. His rudimentary schools gradually were replaced by the more

traditional institutions that have characterized education ever since.

’”
4
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Rural Education |

4

’ Another traditional pattern of péer'tutoring evolved in the operation ,

of the one-room schools which constituted a large: segment of our educational

%

system:until as recently as a goneration ago. As will bg described shortly,

b4

the pupils themselves are still an important pqrt:of the learning process

fn the thousands of rpral schools which‘continge to survive today. Their

role, which'hqs not changed greatly in the intervening period, was clearly
s° i

dgscr{bed in a popular teacher-training text of some 50 years ‘ago: T

2
© v

Nearly always there will be some-older pupils who can

" be quickly shown howto-assist-with-the—younger-ones- et
These older pupils should be appo1nted for this work.

It will be very he]pfu] for them, and will perm1t o
the teacher to give'more time to othe things. ° After Ty '

“ a teacher has taught a reading or number lesson to
first or second grade, some,older pupils, who has been
called to watch the lesson, can carry on the drill .
by showing cards ‘for sight work, “and by pointing to
figures to be combined-for number practice. Older
pupils can conduct spelling lessons and correct
written speliing. This will make the older ones more-
thorough, and it will help to organize the school
into a wholesome working commun1ty Different ones
may be assigned these duties in turn, thus not
making it.a burden. (WOofter, 1917, pp 52-54)

.

4. . e w smmtnsssun

The Homework Helper Program ) ..

A]thoﬁgh saveral reports.of students teaching students were published

" before 1960 (see Di11ner, 1971), recent 1nterest in peer tutoring was -

st1mu1ated largely by the ’ﬁrst results from the Homework Helper' Program
This comprehensive ‘effort to improve educatior 1" the,yrban ghettos was
created in 1963 by Mobi]ization for Youth, Inc., a New York City anti-
poverty agency: According to Gartner, Kohlor, and Riessmonw(lgfl)] the

program began with the establishment of 9 specially created centers in

t

i ® « '18
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" betwcen test administratio s, and gained an average oﬁ‘g:months on the

o e S
o o A R

New York neighborhood elementary schools. Un]ike‘seuera1 preyiousapro- o
grams staffed by adth§, the Homework Helper Program employed hjgh-sehool
students from the ghetto as tutors for_disadvantaged fourth- and fifth-

graders. In the jnitia] project, the younger students'were tutored either

2 or- 4 hours per week from November-to June during‘the J963-34 school year.

i)

An evaluation of this first year of operation of the centers was

‘undertaken by Cloward (1967) He reported that the 356 tutees ava11abie\

N\
-,

for posttesting gained an average of 6 months on the/New York Tests of

2 “ '

Growth 1n;Read1ng if they were tutored 4 hours week1y for the 5 months &

o i "

e

test if they were tutored 2 hours week]y Scores from 157 control subjects

randomly’ selected for non1nc1us1on in the experlment showed a gain of
only 3.5 months during the 5-month perlod Both the tutees and their
contrnl counterparts averaged a little moré than 11 months below grade

level at the start of the study.

1

<
Cloward's results concerning the tutors were far more suprising.

a::?

\\

The 97 tutors, who were tenth- and eleventh-gradcis showed an average gain -

on the~lowam541ent Reading Test of 3:4'yearé during the 7 montHs between -

their pretest and posttest. The equivalent finding for 57 controls who

were rendomly selected for\ughihglusion in the study was only 1.7 years.

C]oward exp1a1ned that some of the gains might well be attr1butab1e to

the~tutors lncreased fam111ar1ty with the comp]ex d1rect1ons for taking

,the test. Desp1te equal exper1ence with the test, tutors achieved twice

the -gains of nontutors. The publication of an art1c1e descr1b1ng this

study by the New York T1mes on 29 October 1967 brought attention to the

program and the possible benefits that can accrue to children who tutor

19
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The Cross-Ag;,Help1ng,Program

S, B

,Since 1962, Peggy and Ronald Lippitt at the Univers1ty of Michigan
hase”been explor1ng the consequences of peer tutoring on the social development
of part1c1pat1ng students. Their approach the Cross-Age He1p1ng Program,
is baseduon seyeral principlés from education and social psychology
(Lipbitt,?lippitt and Eiseman, 197i). First, an o]der child can be an
1mportant source of influence for younger ones. Second the best way for

an older child to learn.Js by helping somebody else Tearn. Third, further

< ‘O

1ndividua]izat1on of educat1on necessarily will depend on older students,

Who both are available -as, resources and can benefit from helping younger-

children. And fourth the tutor1ng experience tends to positively change

‘the older children's attitudes toward education, their teachers, and them-

selves. ' e
. :

2

In the Lipp?tt program, “the tutoring periods last—from 20 to 50

m1nutesu depehd1ng on the age and 1nterests of the younger ch1ldren, and

are held 3 or 4 days per week~\ The participants’ teachers schedule the
o é )
sess1ons so. "they w111 not interfere w1th e1ther the tutor s or the® tutee s T i

l

regu]ar classwork. ' ‘Any convenient place 1s used, such as the younger —

— 4 n

child's desk, the rear of the room, or a hal]way _The content variés and

has included read1ng, wr1t1ng, spe]]1ng, mathematics, physical education \ . ~

. and shop. In most instances, the\younger ch11dren receive help 1nd1v1dually,

-although small groups of-tutees sometimes are formed. Tutors typically

are fifth and sixth graders, but have ranged from fourth graders to senior

high school students. Generally, the tutees are first and second graders. ¢
. M ~ ' /

A]though children in the same grade can help each other, the Lippitts feel

‘the best results are obtained when the age difference is 3 or more years. . .

Tutoring relationships%cinyoefdirected at enrichment for brighter students,

-14-
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\”bdt the benefits to both children seem most evident when older pupils

performing below their grade level he1p younger ehiidren\who also;are

_
~

behind. - . ' : o

:A” Training for the o]der children is particu]ar]y important. In addi-

tion to their periodic conterences with the younger C%11d" teacher, the

tutors are expected to attend regular weekly seminars. During the seminars,
4

which very often are Sart of their regular school program, the older

3, "o -

o children learn to diagnose learning difficuities recognize the importance’

¢ »

of 1earning, improve their re]ationships with younger children, understand

A

the younger child's self-image and attitudes, consider a]ternate ways of
handling learning situations, and use their co]]eagues in the seminar ’

group as a resource for prob]em solving. oYinntary participation in the .

. program is stressed because experience with the Cross-Age Helping Program
. has shown that the tutors will be ﬁ%}ima]]x motivated this way if enough

support also is given.

1]

"adopted the Lippitt's program. There have beehifew_emgiricaliy oriented

e valuations of its effectiveness, however, perhaps because of the program's

emphasis on difficult-to-measure social benefits. The most extensive

(SN

evaiuation, conducted in California's Ontario-Montclair School District in\‘ %

- 1970, invo]ved-60 students“in the tourth, fifth and sixth grades as the
tutees and 60 eighth graders as their thtors (Lippitt, Lippitt and Eiseman,
19713 Over the 7-month assessment period the tutors gained an added 3
months of growth in reading and mathematics and 2 months in language, over

' -

A
\nonparticipating controls. The younger children's gains exceeded those

of their controls by 2 mghthsnin reading and 1 month in language. Both
\ N

~ - M « . ~
é o v .

‘? 2 1 ’ ‘ . &’ [ b
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groups exceeded their counterparts. on improvements in sg]f-concept, leader-

ship, discipline, and other social measureS. ' §é

The Youth Tutoring Youth Program

e
wr g

/

In 1967, anothe} major program was iaitiated in Newark and Philadelphia .
under the direction af Mary Conway Kohler. In many réspécts, the design
of the Youth Tutoring Youth-ptagram was similar to the New York Homewo;t .
ﬂe]pef program a]cgady described. Haweyer, based on t?e results of that
earlier effort, emphasis was directed primarily toward thé'tutors who were
chosen to participate becaaae'tﬁéy were significantly behind grade level

in reading ability. The tutobs, who were se]ected from among Ne1ghborhood

Youth'torps enrollees, were-d1sadvantaged ghetto teenagers thought llke]y

to leave school. Although Federal funds“were made available for their .

salaries, identifying other useful social and community service tasks that

could be\berformed by the enrollees had proved difficult.

-

The design for the Youth Tutoring Youth program thus met an urgent
< < ’

need for both the constructive emquyment and educational growth of low-

. income teenagers. At the same tiﬁe, it afforded them an opportunity to

»

help_younger_ghetto children gain more_from school. Genera]]yz each tutor
was responsible for 2 tutees, helping each of them 2 hours %ek day, 4

days per weekauringqthe summer of'1967 (Gartner, Konler and Riessman,
1971). During the 6 weeks of this pi]ot program, the f4a and 15-yea}-61d
tutors, who were the prime concern in th1° study, gained cons1derab]y°1n

reading skills. The Ph1]ade]ph1a tutors, who averaged 0.4 grades beh1nd

¢

“in r%ad1ng at the beginning of the summer, increased a full grade level.

The Newark tutors, who averzged 2.9 grades below their age level, advanced
a fu]] 3. 7 years in the course of the study.
0 BN 22 N
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In addition, various attitude changés were observed, such as the pride
the tutors evidenced, their creativity in preparing instructional materials
for their charges, and their new found interest in independent reading.

3 N o

So impressive were these results that similar Youth Tutoring Youth programs

~qu1cka-were begun inHDetrojt,.washington,.and Los Angeles following both

atter-schoo] and summer schedules. By the fall of 1970, more than 200
school districts throughout the country were known to be psing the program
(Gartner, Kohler and Riessman, 1971). In addition, the concept was
incorporated into the U.S. ~0ffice of Education's Career Opportunities

Program which was operat1ng 1n 131 communities in all 50 States.

A key phllosophy of the Youth Tutoring Youth program has been°1ts :
willingness to rely on the "inner resources" of the undefachieving,
disadvantaged youths hired to serye as tutors. By giving them full
respons1b111ty for the, tutoring of younger children, they are expected to
grow 19 conf1dedee, self-image and 1nd1v1dua] development. The tutor is
given the freedom to select ‘the content of the tutorial sessions and
de;ise the learning experiences and materials that-will be preseqted to
the tutee. As a qgnsequence, the tutors tend to devote an amazing amount
of effort to deve]ogsng exercises that will be both p]easurab]e for

younger children and e1pfu1 in improving the1r skills.

- Innovation and a )t§§na]ized approach to_the tutoring task are

encouraged. As in the Lippitts' program, training is.considered an essential

requisite to success. Iﬁ\this case, however, emphasis is given to training

o v

the teachers, community representat1ves, and schoo] administrators who

' will direct the program in their own school districts. These 1nd1v1duals

are 'brought to an eiisting Youth Tutoring Youth center for 2 to 6




. days to wérk with the staff and tutors of the ongoing project and learn

9

from them how the program should operate. Specia] attention is given to

1ettin§ these prospective\supervisors see for themselves the seriousness

and industriousness shown by the tutors as they go about their activities.

A%

The Dedham -Project ' CF e

Sti11 another systematic effort to introduce peer tutoring to meet

’ educational needs was begun by Donald Durrell and his associates in the

° . N > e

—,

Boston, Massachusetts area in the-mid-1950's (Durrell and Palos, 1956). Ib.

The basis for these programs were “Pupi] Study Teams" consisting of pairs °\

, or small groups of ch11dren work1ng together on classroom assignmentsr

e B e e 2 = e - ]

- 'Typica]]y, 3 to 5 children wou]d be assemb]ed 1nto a §tudy'team and
asked to work out answers{tota number of questlons. By completing the .
assignment co]]ective]y,.the chi]dren not only’seem to. enjoy, school more,
- but profit as well from the incrggsed opportunity to express their ideas
and discuss the ideas of otherst ,Either homogeneous or heterogeneous
groups can be used depending on the nature of the assignment and whatdkihd

of interaction and practice the teacher wants to encourage.

. A test of Durrell's program was carried out 1n Dedham, Massachusetts

during the 1958-59 school year. A totdl of 803 students from 35 fourth-,

: fifth-, and’sixth-grade classréoms participated. A variety of study ‘team

(35

activities des1gned for core educational subaects were used throughout

the experlment under the direction of the c]assroom teachers and during

—
e

normal class time. Compar1sons with the performance of each teacher's “class
for the preceding year indicated meaningful improvements in achjevement
for fast, average, and slgw learners in gradés 5 and 6, although not for

grade 4. Altogether, the sixth-grade students averaged 6 months -greater

{ »

2 4‘ » ‘ ~ ' 6
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\éain in achievement than their controls, and the fifth graders averaged

4 months additional achievement (Durrell, 1960). ' .

The;e more widely known peer tutoring programs have served as models
for hundreds of programs that since have appeared in both large and small
» schools everywhere in the country. They are not the only models that
| cou]q be used ‘to ﬁﬁan a new program, however. Some schools have adopted
§fi]1 other apprq?ches oruhave created their 6wn version of an existing
program. Examples Bf many of the more prominent and innovative of these

newer programs are &escribed in the following chapters.

k.

»
* N ’ - M
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. CHAPTER 3. STRUCTURED PEER TUTORING
* - . ’

.2 . "
‘ * « * ‘

@ . . .
Instruction in the programs already described ,is more or,]ess left

. 1n the hands f the.tutor and 1s.meant to remedy ﬁﬁarentudefects in on-

i

going classroom instruction. This is not characteristic of all peer
I ' - _)' “\A
tutoring programs, It alsp is possib]e to begin with<the tutorial boncept

and then construct an ent1re 1nttructiona1 system around the use of stu- ;\ -

€ KN

dents or other nonprofessiona]s as the system's primary teaching resources.

.-
Ay N

In these peer programs, instruction consists ofmcarefu11y structured P

!

materials administered to the 1earner by anether student in precisely C “
defined sequences. The procedure permits many more students to practice
simu]taneous]y than is genera]ly possible when an 1nd1v1dua1 teacher\uonks

with an entire class. . ‘ R _ N

The SWRL Program st
One of the more comprehensive of these structured programs was
developed by Niedermeyer and his associates at the Southwest Regional

Laboratory for Educational Researchaand Development (SNRL\ This system
0

- was designed for use with SWRL's "Beginning .Reading Program," published by

Ginn and Company. The materia]s represent a comprehens1ve reading currmc-~
ulum for elementary schools which begins at the kindergarten 1eve1."By_‘
the end of the f1rst year of 1nstruct1on, most preschool children who'

learn from the program are able to recogn1ze the words on a basic word
1ist, sound out unfamiliar words, and demonstrate their comprehension on

.

a test built around the basic words.

Because considerab1e individual practice is required %o reach these
goals, an accompanying in-school tutorial program was prepared for Use

-20- | ’ .
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_with the Beginning Reading materials. In it, fifth- and sixth-grade

tutors he1p any kincergarten children who are falling behind. The key

_ principle underlying the proéram.is that, for learning tasks requiring

extensive repetition, nonprofessionaf tutors can effectiuely but in-

erpensively_be'used to strengthen Tearning originally presented by the

classroom teacher. Tutoring sesslons"are 20 m1nutes long and are held 3
times pzr week during regular schoo] hours. Spec1a11y prepared remed1a1
exercises are prescr1bed for each tu*ee based on d1agnost1c test results.

<

obtained after each 3-week learning unit.

An evaluation compared pupils in 4 schools where tutoring was used
with pupils in 4 similar schools who réceived any needed remedial

instruction from their regu]ar teacher. The tutors and teachers used

. 1dert1ca1 r€hed1a1 exerclses The'gains made by the 57 children helped by

tutors were 51gn1f1cant1y greater than the gains madg by the 39«pup115

'.he]ped by the1r pwn teachers A re]ated study y1e1ded slmllar,results,

v N
with those rece1v1dg'remed1atlon from both their teachers and tutors gaqn-

1ng°approx1mate1y 6 times what was galned by those pupils who recelved

remediation.fron their regular teachers alone (Niedermeyer and Ellis, -1972).

?

"The de51gner of the tutor1ng program, ‘Fred N1edermeyer, feels. that
. LU "

effect1ve tutoring involves-"much more than: slmply placing tutor and N

1earner .together- and hopﬁhg that somethlng good' W111 harpen." He s

believes that a thoroughly structured system is essential to the 1arge-

.

scale use of tutors. Without structure, tutor-based-in¥truction may be

—

‘inefficient and ineffective, A teacher may have the traintngg background,

and experience needed to salvage instruction based on poor materials, but

this is beyond a tutor 3 capab111ty Niedermeyer's research has shown

* -
-3 " - ]
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-

that the tutors must be trained carefully if the program is to work.

4

',However, because. of the support provided by the materials, training for

his program can be accomplished in only 1 or 2 hours:

The Structured Tutorial Reading Program

e e e S

g One of the most * experienced creators of highly structured tutorial
i programs is Grant Harrison at Brigham Ynung University. His efforts have ;
been directed at more systematically introducing reading to nonreaders.
_He sees his approach'as a ‘combination of programmeg instruction and audio-
.. teaching, two ingrediehts which are particularly necessary'whenfworking¢
/ with students who are not yet able to read. The basic materials included R
“in his Beginning Reading Program are very precise, but somewhat limited o
in their objectives because not all letter sounds are cguered. _Nevertheless,
a student who comp[etes the first book is able to read a number of simple
storfes based on what he has learned. At the end of the second book, he
, : is expected to be ‘able to read far.more comp]ei materials containing

v

words such as "bracelet" or "circumstances."

~

‘Very e1aborate instructions have been prepared for the tutors, who
may be older students or adults, on what to do at each step,of the program.
Profile sheets prepared on the basis of each child's entering performance ,; g
indicate what znstruction is required When tutoring begins, flash cards

are used to provide practice'on the individual skills that child needs to

master. Instructions to the tutor on how to. use the cards, what to say,o‘

and even how to arrange the chairs for the tutorial session are carefuiiy : Pt
' laid out. “The learner gradually proceeds through increasingly difficult i o

decoding exercises and on to reading the stories. For most situations, it

is reccimended that tutoring be limited to one half hour per day. Between

"> 8 and 15 hours are required to complete each volume.’

Q ‘ ’ \ "2.2" ’ ) . - .
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' The_results optained with this approach have been gqnerally positive
In one unpublished study carried out by Harrison, 100 6-year-old and 43
?-year-old nonreaders in the Provo, Utah,)e]ementary'schoo]s were taught“ -

the contents of the first volume of Beginning Reading over a 6-week period

by volunteering older students. The 6-year-olds rose from an average‘
score of under 20 percent on the pretest to over 70 percent on the post-
test. Approximately 60 percent of the f1rst graders were able to read
\stories for themselves by the end of program Comparable results were
obtained for the second graders. In another unpublished study, Harrison
found that 156 nonread1ng second graders obtained an average score of over
. 80 percent on the end of-program test. after being he1ped “by fourth-, f1fth-
and sixth-grade students. Tutormng sess1ons were 15 minutes 1n 1ength,
4 days per week, Tor 5 months. The performance of these learners, after
tutoring, was then equivalent to that of students of ‘the same age who had .

not been in need of remedial help. : -

Programmed Tutoring, L C -

.

Another advocate of structured tutoring has been Douglas Ellson and
his asscciates,at the Un1Vers1ty of Ind1ana. The Programmed Tutoring ap-
proach;is based on the notion that carefully;controlled, reinforced practice
is essential to learning. Although this kind of practice often can be
organized for learners who are capable of following dtrections by themselves,
}his obviously is not'possjble for thoseljust-begdnning to read. Further-
nore, children at this age are likely %o be quite variable in what they.
already know. At this point.in their education, the content of instruction
should be highly individualized.” On the other hand, demonstrably success-
ful teaching routines should be applied to_the content that 1s'taught to"

insure instructional success.

-23- .
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* The tutors in E]ison:s approach are responsible for following azcere-

. fu]iy defined procedure for each itei in each dey's lesson. For exahp]e,

(3

the chi]d may be asked to read the words on a series of f]ash cards. If

the 1earner responds correctly, the tutor ‘rewards the pupi] and continues

"on“tO“the“next"card*——If“the*1earner makes an error, the tutor coachesfthe

*‘\-!

younger ch11d until the Correct response is given. After the cards have
been gone %hrough once, those not requiring coaching are e11minated and
the process is repeated until a]] words are_given correct]y without aid.
Coaching n;thods may vary depending on the type of lesson, but they always

are explicitly prescribed. - ‘ e

In a. field test of one group of materials, 34 first-grade children

were tutored in reading in addition to their regular classroom instruction

-(El1ison, et al., 1965). Two 15-minute tutorjng*sessions were held daily

for a period of 12 weeks. Standardized,achievement test scores showed
that the progress‘of the participating children was about 17 percent
greater than that of an equivalent number of other first graderS‘who

received only their regular classroom instruction. .

Peer-Médiated Instruction: -

A materia]s#based program in spe]iing, vocabu]ary.and otherlremediai
Eng]ish skills has been described by Rosenbaum (1973) His Peer-Mediated,
Instruction made]l grew out of his earlier work on-computer- -assisted
instruction of the kind 1n_wh1ch the sequence and content'of\each step in
the lesson is determined by the student's response to the preceding steps.
While it was recognized that this type of CAI has considerable merit, it

seemed too expensive a process to be adopted widely by the schoo]s. As an

alternative, Rosenbaum suggested that students work in pairs w1th each

30 .
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/ -
student tak1ng turns s1mu1at1ng the ro]e of the computer for his partner.

.This, he found; cou]d be done,u1th a]most no training for the tutors if

R . g -
the tasks were carefu]]y structured . .o

N The first~test of this approach was conducted w1th 20 third- grade

(students in a New York City pub]ic schoo] - The content consisted of a
series of exercise mater1a1s designed to teach the correct spe111ng of y
120 words . At ‘the: beg1nn1ng of each‘sess1on, the participating students
were random]y oaired witb each member of the pair a]ternate]y serving

- as tutor .and 1earner. During the 1esson, "the tutor read a list of words

_ to be speTled, along with a sentence conta1n1ng the word. Fourteen words

Pl

were presented in each 1esson. As each word was read aloud, the learner -

\

attempted to write it. If the spe111ng was correct; the tdtor cont1nued -
on with the next word; if it was wrong, the tutor crossed out that part of
the learner's spelling which was incorrect and presented the word again.

If the Tearner was r*ght on the second attempt, the lesson proceeded.

-

If~another mustake was made " the tutor crossed out the errors in the second’

£

attempt wrote the correct spe]11ng for the 1earner, and then presented

the fo]]owang_word in the 1esson. After the first pass through the lesson
had ﬁeen completed, a.second'pass uas,made, but this time on]y-thoSe items
that had not beenawr%tten correct]jiéy the.]earner during the f{rst attempt!
were included. The. 1esson continues.in.this'fashion until evéry word has

" been spelled, correctly. Student performance on a test of a sampfe of .the .

words in the 8 lessons in this studi’%ncreésed from 45 percent correct
to 69 perceat correct, with individual students showing an increase of

from 10 to over 40 percentage ‘points.

-25- )
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A more recent study involving 252 junior and senior high school stu- ‘ B

dents in Jackson, Mississdppi focused on remedial“EngTﬁsh Ski]]S& In

— this experiment, wh1ch again followed the geperal approach of Peer-Mediated

Instruct1on the average student ‘at each grade Tevel ga1ned at least 1

full year on the Nelson Test over a period of 1 month of 1nstruct1oh; In .

;;hejﬂaekson study, the materials were deSigned to de reusabie; on the

>

paéis*of’their cost, it was calculated that a similar remedial program

based on classmates he]p;ng each other could be installed- e]sewherﬂ for

less than 70 cents _per part1c1pat1ng student (Rosenbaum 1973)

The Vanguard Teaching Model .

) St111 another carefully stri-tured approach to the use of tutors has

L

been developed by Louis Bright and h1s associates at the Western Institute

for Science and Technology (NIST); Their Vanguard Teaching Model combines

_tutorial assistance, indjviduaiized instruction, and- a system of rewards

into a comprehensive teaching program that is both cost- and learning-

»

‘ K
effective (Bright, 1672). In.the Vanguard model, tutoring is an integral

. - part of in-school instruction rather than simply a resource for remedial

needs. Each of the older children serving as a tutor is responsible for

the reading instruction of several younger children.

P -

The spec1a1 tutor1ng sessions occupy an hour-to an hour and a half of

“the regular school day. At the beginning of each session, the Iearner is

assigned an individual learning task by a tutor, who also is responsible
for the work of between 2 and 10 other students. As soon as the. learner
completes the aask, which usually is in the form of one or more exercise
sheets, it is evaluafed by the tutor. If the preseﬁseriterion level has

been reached, the learner is awarded some number of "points" by the tutor

32
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delivered by punching holes in the learner's record card. - If the criterion
was not reached, the learner must, repeat the lesson. Learners who fail

the same uhit subsequently are assigned an alternative exercise‘or, if

e ;

necessary, given individual help by the tutor.

The use of carefuiny contro]led rewards is crucia] to the system.
No punishment,is ever Sﬁven. Instead, progress through the units, as wei]
as the 1earder's épparent concentration and other1desirab1e'behavior, is
rewarded w1th points which can be traded at any time during the 1earning
session, for permiSSion to spend time in a separate recreationa] area -
superVised by additional tutors. Here the learner can play with toys and

various Games, draw, or do other things most children consider fun

Alternatively, peints can be saved and later traded for trips to buy ice

cream, visits to the zoo, or for invitations ‘to parties. The tutors alsO‘,r

are rewarded by points which they similarly can trade for desirable prizes

Ll

and activities. , .

The learning tasks assigned by the tutors are determined on the basis
of diagnostic test results and the learner's actual progress through the
instructional ererc1ses. Wall charts are used to help the tutors formulate
an accurate prescription, or assignment; for each child each day. When

appropriate, the tutors also are expected to devise new activities, par-

“ticu]ar]y for problem students. The use of these informal materials, as

well as tutor-suggested deviations from the laid-out sequence of exercises;
always must be checked with one of the program's teachers hefore heing;
img]emented. Because of the amount .of responsibility given to the tutors,
they are closely supervised. In addition, they participate in a 10- to
15-hour training program ahd meetdtogether daily with the teachers.
33
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One type of material used in-the Vanguard\program is fhe specially
designed WIST Reéding Erogram which allows eacﬁ learner to work without
: ,xhélp. -Designed for beginning.learners, it teaches theﬁ the sounds of 21

)

Py .
letters plus the sourids of one-syllable words made up of these letters.’

-3

Student materials consist of exercise sheets, recorded tape cassettes,-~and

various enrichment and remedial materials such as story.tapes and word
N .

books. As the student looks at a strip of pictures in each word recogni-
tion éxerciée, the appropriéte~instructions are heard on a cassette reEOrder

which the student operates. : \ ‘ .

The Vanguard program has been tested in a number of;différent settings,
and the keSu]fs are encourgging.( In(one‘stqdy,-ZQ 5-year-olds tuforedi
by sixth graders déing the N{ST materials increased‘thei} scores on the
Metropolitan Reading Readiness Test from the 7th to the 44th perdgnfi]e in
6 months (Bright, 1972).:'In another study, 17 fjrst gradef; were'tutoredn
by a group of 8 fifth-grade students, again.withvthe NI%T;materia]s:

During the 6 weeks of the demonstration project, the average learner gained

6 months on the Wide Range Achievement Test (Bright and Colosimo, 1971)?«

-

\ Ihproyeménts also were reported in the behavior of both the learners and

]

the tutors as a function of the reward program.

3

. At the end of the program a student~1s able to read more than 200 words. «




The Use of Structured Programs .

,Three\conclusions are suggested by this.orief survey of highly

_ structuréd“usés of peer tutoring. First, the systems work}—they consis~

tently- improve the performance of learners, at least on the spec¢ific
2

,skaTE»cove?ed"by the instructional materials. Furthermore, the learners

who participated in almost every test of these programs were from educa-
tionally disadvantaged groups including Spanish-speaking Americans, inner- )

c1ty chi]dren, Amer1can Indians, and the menta]]y‘retarded Many'of these

. d1sadvantaged students S may need the carefu]]y sequenced step-by-step

instruction which these programs prov1de=to overcome their deficits. -
Certainly, schools whene present educationa] programs directed at basic
skills are’not'effective-should consider structured peer tutoring for

students in need, of compensatory instruction.

On the other hand,.avai1ab1e research fails to suggest that these pro-
grams are uniquely better than alternative approaches, particularly for
students who are not disadvantaged Typically, studies reporting favorable
outcomes fo]]ow1ng the use of structured tutoring do not contrast the1r
resu]ts w1th what would be produced by an equ1va1ent amount ofsconventlonal

1nstruct1on. In a %tudy by Ronshausen (1974), for example, an arithmetic

<

pronam based on Ellson's Programmed Tutoring approach‘yielded a significant.

gain on the mathematics subtests of the Metropolitan Achievement Tests for
students who received an average of 24 hours of tutoring in addition to

their regular classroom. instruction, but not for a second group which’

avenaged only 15 hours. This may be an important consideration for schools

reasonably satisfied with their present reading or mathematics instruction._

-
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. A second conclusion is that most structured programs represent changes

The materials tend to be

.~ in curriculum as well as in teaching methods.

rigid and, consequently, boring.

14

The tutors are given little freedom to

The

adapt the instrugtion to the individual interests of the learners.

contents frequently are limited to a core of skills selected by the
& . . .
developers of the program and these may not coincide with an authorized

sy1]abus.. Changing the curriculum in order to make use of peer tutoring

could be dif%itu1t and expensive. | PR

]
The third conclusion is ‘that existing structured peer tutoring pro-

grams are directed primarily.at benefits for the learners. There is no .

evidence to suggest any advantages for the tutors simi1ar to those ‘reported
for the Youth Tutoring Youth and Homework Helper programs. There also is
no ‘reascn to expect part1c1pants to exhibit the social growth a1med for

by the Lippitts in the1r Cross- Age Helping program, although Bright and

his assoc1ates have réported reduct1ons in disruptive behavior among both

’*ﬁ;]ea;ners\and tutors in thé Vanguard program.




—— ' CHAPTER 4. FLEXIBLE PEER TUTORING

-

Most peer tutoring programs have far less structure than those

-

. described in the previous chapter. The responsibilities of the tutors are

more variable, the aims of ‘the sessions are more flexible, and the needs
serve&.by Ehe programs are more diversified. These tess structured pro-

grams have considerable appeal as models because each school or classroom =~ -
.can f:ee]y adjust its use of peer tutoing to meet the uqique;oand séﬁe-

times changing, requjréments of its studgﬁts. The breadth of differenceé

among typical programs is illustrated by the following examples. = . '

Fredonia, New York ' '
- &

In this small program, 16 students in the fifth and sixth grades at

the ﬁhee]ock School voluntarily offered help to an equal number of‘second

and third graders in maths o§er a period of three months during the 1971-

72 school year (Mohan, 1972). A11 participants earlier had been identified

as being among the 1§west tenth of their classes in scholastic motivation. )
Following a brigf trainﬁhg_séésion for the tdtors, the twice-weekiy tutor-_

ing sessions began. Each tutor was given a criterion test repfesen}ind' 3y
what the tutee was to achieve during the hour-long session, but the conduét .

of the 1e§son was Teft to the older child. Schedules for the tutorial ses-

“sions were worked out by the 2 teachers®

-

A11 19 of the teachers involved with the program felt their pupils
enjoyed -the experience, 16 of them.noted benefits for the participating

children, and 15 felt the program should be continued. The 4 teachers

who believed otherwise were concerned mainly with the effects of tHe pro-

gram on lesson scheduling for their own classrooms. Questionnaires

_ 37
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~ to see it continued.

*

indicated the parents of 30 of the 32 children felt they henefited from
the program and 28 recommended the program be continued. - The students

unanfmously Tiked the program, felt they benefited from it, and wanted

-~ $

¢

dents and aArougth equal number of ndnparticipating controls. Ihe tutees

'showed a notably greater improvement in se]f—repdrted motivation than their

counterparts during the study, and obtained an average posttest math score
more than 3 times that of those: whe_d\g not parttcipate The tutors
s1m11ar1y ev1denced re]atlve gains in attitude and teacher—obsErvéé/moti-
vation o And, as’has been found in a number of other studies, the tutors
gained substantially in math achievement as a result of he]ping others.
Their posttest math scores were nearly twice those of corresponding stu-

dents who were not included in the*program.

-

3

Los Apée]es COLnty, California
In the Los Angeles area, afNeigﬁborhood Youth QSrps summer project was .
planned around a program-of tutorial assistance to siow'readers in P]emen-
tary Schools from 16 schqo] districts‘(Landrum and Martin, 1970). Tutors
were‘selécted €rom amghg high-school age app]icants whb were from low-
income families, had withdrawn from school or had indihatedvtheir intent

to drop out, and were at least 2 years’bé1ow grade level on standardized

reading tests. The tutors were paid an hourly rate for their partici- .

pation. The tutees were fourth-, fifth-, ahd sixth-grade students enrolled.

in a remedial summer program at their owh elementary schools. A teacher
qr 4

.at each school trained and regularly supervised the 5 to 7 tutors

g

assigned to his room throughout the 6-week period.

38
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) ‘ hour each were scheduled twice a week. During a session, thé tutors read

&

-

P ’
' v . : -

* Each daily tutoring session lasted 2 hours. The tutdrs worked first

with one child and then with a second, so twice as many learners as tutors

.participated in the program. An assessment .of reading achievement during

one year of the project showed tnat the 686 tutees gained an average df 4. 8

, ‘months—during the -week*period-*At'the same«time*~the~343~tutors Who- - -+ —

assisted them improved an average of 8.5_months in their grade placement
. : , ‘ .
in reading. There also was some evidence that. the: tutors were more likely

-

to have satisfactory attendance} attain passing grades and complete high

" school than similar students who did not'have experience in tutoring other

children. T

° . . : .,

: Springfie]d Massachhsettss s .

~ . 13

As an experiment, 12 underachieving boys in the  seventh grade were

asked to tutor 12 underachieving boys in the third grade for a period of

3

-

'§ ‘months (Erickson and Cromack, 1972). Tutering sessions 1asting a half

.

-~

to the learners, p]ayed'ora] word games and talked with them td“strengthen
their oral language-skills. The participating th1rd graders gained 3 times

more from the experience, ‘as shown by standardized reading scores, than their

~

nonparticipating classmates. Results for the tutors, when compared with

the test scores o?vthe remaining students in their class, did not-indicate

any appreciable improvement in measured reading shi]], however.

. -

’

New Haven, Connecticut ’ " . L

A3

At the Prince Street School, 16 sixth-grade pupiis were recruited to. '
help first graders who were faliing behind in réading (Criscuolo,
1973). The tutors were chosen specifically because of their own behavior- -

-

al, attendance, and'reading problems. Tutoring sessions were held durihg

39 )
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.Ove# the year, the sixth-grade pupils made about their expected progress

2 half-hour sessions each week for 30 wekks. During the sessions, the

* tutors used simple -reading materials and games chosen by the school's read-
’1ng teacher as lappropriaté for the learners. The reddiné-teecher also
- honducted weekly training and lesson Q]anning sessions with the tutqrs.

"and coordinated the program’s activities with thé first-grade teachers.

. .
L \

No systematic evaluation .of progress made by the tutees was carried

out. Assessments were made, however, of changes in the attitudes, atten-

dance, and achievement level of the participating tutors. Measures of

" attitude and. attendance showed no meaningfyi improvement for the .sixth

graders; although their -own teachers felt they had become more enthusfastic

about their own work. Achievement geasures were somewhat surprising.

ip. arithmetic but actually lost ground in their reading skills.

lALos Angeles City, Ca]ifornia

The entire Soto Street School was reorganfied during the 1967-68
school year to accommodate intergrade tutoring for all of its pupils
(EbersoTe and DeW1tt 1972) Through staggered class schedules in the

lower grades, poor readers arrived early so they could be helped by older

‘students and the better-readers stayed 1ate so they too could receive

1pd1v1dua1 assistance. Haif of the upper-grade pupils served as tutors
during each of these periods. Each daily tutoring séssion lasted about.

20 minutes and followed afc;refully tested procedure of word review, stor&

4

reading, and word study. ; -
. The results, as measured by standardized reading tests, not only

demonstrated gains for the participants, but alsd showed improvements in

theomégnitu&e of these gains from year to year. 'Prior to the program, for




_not using it, but>they ordinarily do not include the systematic

"

examnle, qnly 4 percent of the first‘ﬁ?aders were hchieving‘a satisfactory
level of reading performance. This grew to 25 percent ‘following thesfirst
year of tutoring, to 35 percent during the” sefond year' Fnd ‘to 41 percent
at the end of ithe’ th1rd year., Test findings also showed that the effects
were cumulative. While only 4 percent of those-who were first graders
befora beginning of thebprogram reached‘satisfactory reading 1evels during
that year, 81 percent of these same students were acceptable readers as
fiftn graders fo]]ow1ng § years of participation as learners and then

tuters in the progrnm.

D1fferences Amonngrograms

Even these few: descr1pt1ons ref]ect the substantia] d1fferences wh1ch

ex: st in how programs have been de51gned It wou]d‘be he]pfu] of course,

, to be able to 1qok_to research results for guidance in deciding which kind -

S

of program would best meet some outstanding need. Unfortunately { however,
there'is very little empirical .evidence which is useful in planning a
flexible program similar to those most schools. have adopted. Most reports

or péer tutoring describe case studies rather than experiments.

These studies show the effects of some use of peer tutoring cnmpared with

manibu]ation of program features to see if meaningful differences result.

a
-

The more rigorous experiments that have been reported generally have
little in common with the programs that have produced the most substantial
oudtcomes. .A]mnst all of the successful progrems afready described, for. .

'———‘i - ‘
instance, were carried out over a period of at least several months. If

that long a period is required for success, a‘nesearch finding that classroom.

instruction is more efficient that tutoring when learning is measured

41
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fo11o)ing a sinéie 30-minute tutorial session (Bau§§11, Moody aﬁaiﬂa]z1,, .
'1972)'$1mp1& is not re]évént:to program p]anﬁérs. .Thi;*saﬁq {imitation

is avident in a stdhy‘by-61c1rél11 (1972) on the effect.d?'sex di fferences

in, the pairing of students on the outcomes of a single, 10-minute tutoring.

session and an experiment b} Richer (1973) on whether it was better toi '

be tutor or learner when children in the same grade were baired %pr 2

15-minute tutoring sessions. - ’ oo

Longer.experfmgnts }m1ch might prov{de more useful guidance tend to

yield 1hsignif1capt differences among~ireatment groups or tend to measure

only narrow outéomés. For 1nstance,"Sa16mop a%d Achenbach (1974) studied -~
7tﬁe effects of 10 weeks of futoring on fifth-grade stuqents whose reason-
ing per;ormance was over1¥ dependent on situational cues. No differences
appeared among groups tutored by adu1£sf seventh graders who themse1ve§ v
" were overly dependeiit on {jtuational cues; or seventh graders who were not

cue dependent;-although all-learner grotips showed'significant‘gafhs over -
.untutored controls. _Ramirez (1971) fgund that sixth graders who tutored

first graders for.2. to 5 months did not improve their probléh-so]ving

skills more than control sixth graders. However, informal observations

.. of attitudinal chahges/in the tutors by the school staff led the schodl to -

reduest the continuqﬁ%on of the program in the following year.

Nevertheless, when the overall pattern of results froh case studies
. and experimental investigations are combined, several ccnélusions concerning
// '
flexible peer tutoring emerge. First, an overwhelming proportion of reports
/

- favor peer tutoring. Maﬁy present no- quantitative evidence, describe only

S

; the outcomg;bf interest to the investigator, or give results which are

stgtistioa?]y significant but represent only small magnitudes pf improve-

-
”

»//l,’ ' ) 4 2
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-ment. It also is quite possible that programSiiﬂth }éss'favora51e outf

~ comes are less likely to .be reported. Yét, there are a sufficient number

. of program features rather than individual Qariab]es détermine the results.

- The characteristics of the tutors,” for eiamp]e, are likely to influence

-opérate.

.program deliberately introduces types of learning experiences wﬁfch

_attention from @heir teachéh; the‘advantages of tutoring may result from

4
- i

> o
s

/

of positive reports to conciude that flexible peer tutoring can produce

substantial benefits.

~

Second, " the diversity of successfhl.prbgfams suggests that combinations

their training and their:suﬁervisfbn. A1l three then work together to
influence program ;utcomes. Young 6r less able tutors need more training
than 6ther tutorsabut,-onca this training is given, a program using fffth
g}aders as tutors pfobab]y will do as well as oné using seventh gradens.‘
What seems to'bé most imp@rtant is that all parts of a prograh fit together

and that each part is pra&tica] for the school where the program is to

»

Third, the advantages'of_peer tutoring may be most evident when the

contrast with those already available in the students' regular classroom.

Learners who have fallen behind their class already have received special - )

the tutor offering a,fresb point of view or new approaph to help the
learners overcome their prob]eﬁs. Simi]ariy, tutors whe need additional
practice or confidence may profit from a tutoring program begahsg that

self-directed learning experience‘is;diffefent from their usual classroom

assiénmehts. For- this reason, a peer tutoring program'thgt is effective

in one setting may not be as effective in other settings where the students'’

heed;;are different because a different approach to instruction routinely '

is use&. . ) 4’3 ) ;, . |
. 7. e




The Components of Successful Programs - - L .

One reason why case studies describing successful prbgrems do not
permit many conclusions abiut how other programs should be designed‘is
that most programs seem to hege been adjusted as they went along to e]iminete
problems and heighten benefits. Any_peer.tutoring prograﬁ which attempts
to meet the needs of students in a specific school or classroom probably” 4
requdres a similar period of develooment during which the original design

-.15 modified on the basis of feedback from teachers and participants.

Copying a program that was SUCcessful e1sewhere can be a difficu]t task and

" may not yie]d equa]]y sat1sfy1ng outcomes. Ex1st1ng programs can be

examined, on the other hand to identify the features which most program i

des.gners feel are 1mportant enough -to describe These are aspects of peer

tutor1ng wh1ch ought to be ‘considered when any neiw program is being

planned.

1. Learners range fronﬁpreschoolers to university students; Success-
ful progroms at all 1eve1s have been reported, but programs which attempt
-« to focus on learners from more than 2 or‘3 grades are rare. Typica]]y,
tutoring is offered e1ther to all studentsm‘n the rece1v1ng class or-to

‘ those most in need of remed1a1 ass1stance «—‘ls_ﬁe_

o e
S / —

- 2. -Tutors most often are about 3 years~o1der q\\the 1earners f‘

although’s Lera] programs hdve been reported where students in a c]ass !
(
tutor each/ other. Ga1 ns to’ the ‘tU\OY‘S tend to be more I1ke1y when the

tutors were se]ected ‘because they were underachievers themselves.

3. /Content varies from read1ng and mathemat1cs to camping tr1ps nd .

L —

sports. / The conent for any particular proqram seems” to~haveabeen selec;ed

T ety

T —

as des1red ' o d«}
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Supervision of the tutorial sessions differs among programs but
4almost a]] report that some was provided ejther by the program coord1nator,
the receiving teachers or the sending teachers. Superv1sion need not be

- continuous, and weekly. meetings with the tutors appears to be sufficient.

" 5. Training for the tutors is reported as important in almost every
programl Typically, about 10 hours of instruction is given in preservice- - .

fsessioné, and then a weekly inserv%ce session is held for the length of

the program. . | ‘ R
- - 0 ”‘ ,
6. Schedu]es for programs vary, but the more effective programs seem to

1nc1ude at 1east 30 hours of tutoring. This t1me may be spread over

as few as 2 ha]f-hour sess1ons a week for the schoo] year or conpacted

»

to an hour each day during a 6- week summer Sessiofi.

' airing of tutors and learners on the basis of ability, sex, or

personality seems to have very modest, if any, inf]uence on the success
\

‘of a program. Many programs have a]]owed the eh11dren “to pair themseTves

without any detrimental consequences. "~ ‘ ’

8. Participetion by the tutors, 1earners and even teachers charac--

“terist1ca11y is” vo]untary in most programs -and particu]ar]y those aimed at

social development. Forcing unwilling chi]dren to pahtic1pate probab]y T -

causes unnecessary problems. * , SO -

9. Materials prepared beforehand for use in the sessions seem to be .
required. These materia]s can be those used regularly by the 1eerners, or
they can be purchased or deve]oped especially for the program Tutors seem

to gain most when they part1cipate in the preparat1on of the mater1a1s they

w111 use.




- [

10. Procedures recommended to the tutors vary considerably depend1ng
on the aims and content of the program. Most programs -do provide the
. tutors with at least some fundamental proceduyres which they can then adapt

& 'to meet their needs and the interests of’the learners.

ot &

U1timate1y, enough useful research will be conducted to help,pj;nners
devise’ their peer tutoring programs on the oasiﬁfo? solid empirical
.evidence. Meanwhile, the. insights and experiences of those who
_ have worked with peer tutoring are the best source of information on how -°.

programs should be desfgnéd. Some knouledge‘has been .accumulated on uhich
elements of a program are likely to have the'greatest 1mpact on.its out-
comes. How these elements can be combined into a plan which will be suc=
~cessfu] in a given school sett1ng presently mdst depend on the judgment

of those who know that setting best. It may be helpful, however, to look
~at some models for flex1b1y structured programs that. are aimed at. different

needs.

fbooperetive Practice

Perhepsﬁthe\simplest use of peer tutoring is to increase the practice _
opportunities available to all the students in a class The traditional

R method of hav1ng 1nd1v1dua1 students rec1te or respond d1rect]y to the -

teacher alone is both time consuming and inefficient. Organizing.students
into pairs or small groups allows many more-children to practice simulta-

neously than otherwise would be feasible in a normal classroom. Unless

: specially skilied or trained, of course, most-school-age tutors would not

~ have a teacher' S insight into the causes of errors or-the necessary
competence 1n overcoming mistakes. Nevertheless there are many learning
tasks which could be aideddby.additionel practice opportunities even if
unacconpanied by knowledgeaole guidarnce. ) )
’ -40-
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Several structured programs where this kind of tutoring has. been use&
already have Qeen examined.' In Rosenbaum's Peer-Mediated Instruction, for
example, students take turns administerihg practice exercisé; to each other
accordipg to very specific instructions covering exactly what is to be
-done at_each step. The tight]y 6rganized reading programs créated by
Harrison and others qu]oW a'similgr Approach. In these instances, at
least, the only demands dnﬂthe tutors are'éhat they stick carefully to L, -
the direct§6h§'§ivén them. Little or no jhdgment is requ{red to assess

: : the correctness of the learner's response or to demonstirate what was

wanted if.an error has been-made. . i
N - - [

_ Particularly at the 1ower'gr5des, there are large numbers of activities
that would fit well in flexig;; adaptations of this approach 1nc1ud1ng o
spelling, arithmetic. and word recognition drills. Muck of the same prac-
) tice éou]d be fnéorporafed {nté seatwork or group_recftation, of course,
bit tutoring could help insure that mistakes are detected, and that the
’ problems which broduced them aie'immediate1y remed%éd Furthermoré, )
e - practice «could be better tailored to each child's unique needs by adapt1ve
- mprocedures,whxch permit added repet1t1on on those 1tems which have not yet’

. .been mastered. This kind of tutoring can be carried out within any / ,//

-individual classrdomuandmrequires_no special arrangements. Even the mate-"
rials pose no proB]ém since fiash cards or'sim§1e exercise sheets will

" serve nicely.
y B .

} , .
A number of practical classroom programs have been designed along

these lines. In Alamo Heights, Texas, first'graders‘were

> ' paired w1th a c]assmate of roughly equa] ability and were asked to take

'turns read]ng to each other. Aé one ch11d read from a story appropr1ate




to the.pair's ab;lity; the other listened and made_gorrectiong. If

neither knew the.word?.a raised hand brought the teacher.. Disturbances

were minimized by seating the children in two's around the Foom'facing
Vthe‘ﬁéfls'(setchen, et-al., 1973). in an experimental study at-an elemen-
tary school in Salt Lake City;‘Utah,'flash cards were used to teach }andomly
- selected pupils unfamiliar. German words. Learning was found to be better. )
wﬁen"the“children worked in pairs with instructions ;o prqvidg feedback

" - to each other than when ‘they worked alone
‘ «,

(Myers, et al., 1965).

®

| If the.c]a;g‘js heteréggneous in ABility; s§f1] ofher‘tutoring
. tephniques can be trigd. Sfudents not only can Qradé each othe}'s~pébgr§,'
but pairing a poorer with q:better student will allow one to.coach the
other and identify whiéh problems need to be.done over. Students behind
" in-reading can read aloud to a classmate who is farther ahead. This may
- nqt:be as héﬁpfy] as reading to the teaEher, bu; it perhaps is more
congtructive than either child sitting idly waiting for_hfs gFoup's turn .
in the reading'circie. A better student also can be chosen to help a )

child make up work missed during an absence.

The creation ofxlearning teams of the kind described by Durrell is if

-

sfiil another way practice opportunities can be expanded in the ordinary

_ classroom. Even at the lower grades, the chance to informally exchange

information or ideas with other students might be an added encour;gement

for shy children who are rgluctant to.part;;ipate in teacher-led discus-

sions. Groups also.have the distinct advantage of allowing children to
: work together and cooperate on a sing]g.fssuet In some settings, at

leasi, the consensus of the group may be a more powerful and constructive

1nf1ueﬁce on jndividual\learners than a teacher's rébly;

: 48
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Tuioria] Assistance e T T

Tutors are nof so removed from the learning task as to be unsympathefic

e

Most flexible peer tutoring programs are directed at active instruc-
tional assistance to the learner, either to remedy deficiencies or to
complement the regular teaching process. Both cross-age and cross-ability

pairings have been used; aithough\afrangements in which older.children

help younger children are by far the more common. Because the} are older .

_than the learners, these tutors generally can be given more respcnsibility

than in'the,practice settings just describeds~\Usua11y, they will be able
to demonstrate_wadted behavior since they already have mastered that skill
or knqw]edge. ‘And, because they are much nearer to the learner in age and
stature than ae adult teacher, they often can serve as ; more believable
model. | S BRI
Chi]dcen themselves also are iike]y to be more sensitive, or at least

- -
perceived as more sensitive, to learning difficulties than teachers.

to misunderstandings and confusions. Similarly, students in tutoria] .
roles can be far more patient toward the need for constant repetitions
than a classroom teacher who must look after the feeds of a number of
children simuftaneous]y. And, finally, the-learner may respond more
openly add freely toAanether'child:‘ This potentia] idiimacy may be
particularly beneficﬁal where the effects of racial, econcmic, or eihnic

barriers prevent easy communication between students and teachers

A number of design trade-offs seem to inf]uence the resu]ts of

. tutorial assistance brograms. The first concerns whether the program

focuses on the learner or the tutor In most learner-centered programs,

the materials are highly structured and tutor's ro]e is fu]]y and precisely




e \\\

p— »

defined. The intent of these programs is to use available studen§§ as .

N ) . N
teaching resources to inérease the skills of younger children. Th6§g who -

have used this aﬁﬁroach generally are satisfied with the results as tﬁeX o
relate to learner gains, but these programs often are boring and unprbddéx

tive for the tutors.

Tutor-centered programs ‘are largely unstructured, at least,with respect
to 1n§tructiona1 procedures, and scmetimes even qjth respect to content. " \\\\
"Perhaps the most extreme examples are those where upper-grade students use

a nearby kindergarten or presch001:as a learning experience 1abgrafdry

for é course on child growth or family life (Graqey and, Houghton, 1971).

" Although the added attention for the younger children probab]y is benefi-

cial, the design of the program is aimed at how much the tutors learn. It

should be obvious, on the other hand, that the energies and talents of £he~
older chi1qrén could, at the same time, be directed at systematically

1m§rpv1ng‘their learners' social and academic skills.

Programs between these two extremes often aim at gains for both the

learner and the tutor, but with varying success. In Austin, Texas,

for instance; fifth- and sixth-grade students tutored 40 underprivileged
3

younger children in reading for 20 minutes each day, 4.days a week, for

8 weeks. There was a substantial gain in the performance of the tdiees,

. Bl
but participating in tutoring had-no effect at all on the reading level of
the older children (Snapp, et al., 1972). In Levittown; New York, 120

ninth graders participated in a'pnpgram whére high achievers helped low

achievers with English gramma} in 3 weekly sessions for the entire
school year. While the gains in performance for participating tutors was

. substantially better than for corresponding control students, the tutees
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actually learned less than an equivalent group of nongarticipants

_(Davis, 1967).

’

Additional studies have been done which show gains for both groups.
in a rural New York State school, .13 students ¥n the:eighth to twelfth
grades tutored 16 students in grades 2 through 5 who needed extra help.
The tutoring sessions were neld 3 times a week for 4 months. . There was
ng set structure for the lessons, and the tutors were encouraged to use
their own teaching methdds to provide asststance in content areas se1ected
by thetyounger pupil's teacher In this’experiment the'tutees gained an
,average of 7.1 months on the Nide Range Achievement Test, whiie an
cequiva‘lent control group*advanced only 2.9 months. Participating tutors
gained an average'of 12.6 months during the‘study, while their nonpartici-
pating counterparts increased their scores by only 5.9 mcnths (Morgan and

Toy, 1970).

K * ‘ ,—4‘ ?. -

x\ As noted earlier, more research will be needed to ascertain why this
\\\\ ‘approach to peer tutoring yields such different quantitative.resuits in
different applications. However, educators who have had experiencé with
\\ children teaching other children have been able to identify a number of
\piausibie contributing causes to explain the lack of consistency :

\

- in\the outcomes from flexible tutoriai programs. First, it seems nrobabie ’
N\

that\some changes do occur which simply are not evident in the results of )
tests administered to establish performance changes. Either the amount of

N\ &
tutoring was insufficient to produce visible differences. or the tests

used were not sufficiently sensitive to detect the changes that did take

\‘

- place. \




" session itself determines"wnat will result. If the content is largely

A second possibility is that the participants selected for some of
these programs were impossib]e challenges from the start. Tutoring often e
will do some good and may, in particular settings, be even better than - ‘ -
instruction provided by a regular c]assroom teacher. But«it is not a \ '
panacea that should be expected to work wonders wi.th each and every

child regardless of that child' s d1ff1cu1ty Some younger children who.

are behind 1n the1r work probab]y can make good use of individual help from

an older student, and many.tutors who themselves are poor students aré
likely to show 1mnrovement both academically from working with lower- ‘
grade materials and socially in acquiring se]f-conffdence from helping a
younger learner. But ch11dren who tru]y need the professiona] help of a.

teacher should not be expected to exper1ence similar gains.

Finally, a third possibility is thatfthe nature of the tutoring
left to happenstance, or the 1nstructiona1tdemands placed on the’tutor'
are too great, the chances of notable 1mprovementérdn the mea§ured Lot
performance of the,learners are not too promising. Sim1ﬂar1y, 1f the
procedure is rigidly outlined for the tutors or their training and subpbrt ) '
are insufficient to let them experience per§ona1 success, the program will '
be viewed by them as tiresome and unstimy]ating and the deve]opment of )
their skills will be improbable. But it is poésib]e to create'ﬁrograms N

which have adequate structure and yet permit 1nd1v1dua11ty, thus open1ng

the way to gains for both part1c1pants. . -' ’ N

The most successful f]exib]e cross-age tutoring programs seem to be
those in which. clear ciiteria are established for each session or group

of sessions on the basis of the learner's neéds but which permit the tutors ‘
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lessons that have an adequate chance of success, but then they must-be’ e

to use' their own creativity to adapt the instructiona] prodess to refiect
their own taients and their perceptions of what seems to work. If both .

chi]dren know what is expected from the session, more will be accompiished

’ than if the teacher simply gives a'Vague study this' or practice that' =~ f

assignment. Positive direction is essentia] if the learner is to make . S

regular progress. ' N >

Tutors, on- the other\hand,,are uniikeiy'to learn unless they have an -~ -« =
opportunity to build on their relationships with the tutees, try new ' ‘

examples and pproaches, and be rewarded for their efforts to understand

the learners' problems. Tutors must be taught and heiped to prepare

given enough freedom to try out their skills. on their own. They must be . :,'
provided with sufficjent resource materiais to understand_the content

themseives, but they should be encouraged to work with. the materials and \

_ prepare their own lesson toois. This kind of fiexibiiity ‘seems. necessary

if the tutors aré to develop their own; competencies.

J :

w}z \ P
The same principles probab]y determine the sociai outcomes of tutoriai

programs. Learners will gain most from a warm, sympathetic and patient

'tutor, but these quaiities cannot be assured unless the tutors get nelp

in how to meet these’expectations. Similarly, increased‘con?idence,
pride and maturity on the part'of the tutor ¢an come only,from trust, ,

respect and cooperation on the)part of the invoived teachers. Being

¢

watched continuously is not conducive to personal growth. In order to

ledrn reSponsiPiiity, the tutor must have an opportunity to be responsible.
Students can learn to help each other only in an atmospheré where helpful-
» : I . ”

v

ness is both practiced and encouraged.
53
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Teach1ng bx;Monitors

Using students to teach groups. of ch11dren has not been particuIarly

prevalent since Lancaster‘s time. Students often are ca]]ed upon to recite

9

in class, of course, and other chd1dren are expected to learn from what

_they hear. However, students are not regu]ar]y considered as potent1a1

sources of origtna] 1nstruction. A bit of reflection suggests that th1s
need not always be the case. Nhi]e students are not 1ikely to .have the
same’ 1nstructiona1 skill and depth of content know]edge as their teacher,
they.nny be better-ab]e to present difficult concepts 1n a way that other

ch11dren can ungerstand Several educators have at least considered this

[ P
“

possibility. ' o .

In MontebeIIo, Ca]ifornia; students in an industrial arts class are

regu]ar]y called. upon to prepare and present a 1esson segment -According
~ . to their teacher, making the students partly respons1b1e for regu]ar
. classroom 1nstruct10n serves two purposes. Firkt, students who do the

Necturing quickly discovers fiaws in their knowledge and defects in the

way they have organized the materia]._ Repeated practice in being responsi-

‘ble for a lesson should substantially improve most, students' ability to

judge the'qua11ty of their own approach to 1earn1ng. ‘Second, Tessons
presented by a student appear to encour;oe far nore‘participation and -
diseussion by the rest of the class than if given by aoteacher. ;Listeners.
seem}far more wii1fng to reveal their lack of understanding to thetr awn'

peers*(Trasin, 1960). T

¥ (
In the Berkeley, Ca]ifornia. area, older students teach portion of a

mathematics;course to younger ones. The aim of the.project is to 1mprover
J-.7

-

the interest and achievement of disadvantaged seventh-grade-studahts in

¢ ‘ ‘ 5'1, : "'a'.’
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. mathematics by 1etting them learn from specia]]y trained ninth grade stu-
_dents who a]fo are disadvantaged. By having their mathematics taught-by
an interested and knéwledgéabie near peer with whom they can identify, the
seventh graders are expected to be much better motivated than they typicaliy

-

" are when taught by an adult.

!

‘At the beginning of the school year, vo]unteers are recru1ted from

among ninth grade a1gebra students in each of the 3fpart1c1pat1ng

juniur high schoo]s. These student; enroll in an additiona] qqurse ca]]ed N
Peer Teaching which is taught By a mathematics7specia1;st and empha;iies‘
both mathematics and teaching methods. Within theAfirst 3 weeks, 8 of the

.. volunteers are se]ected for an additional-3 or 4 weeks dt more intensive ’
-training. Then, these students gradua]]y are permitted to present 1essons
to thé.seventh graders during theirxregular1y scheduled mathematics periods

° . 'JA As soon as they are fully capab]e, the students serV1ng(as teachers

assume~¢omp1ete:responsibiiity for the class on 2 days each. week.

The regular teacher continues to.inetruct the class the-other 3 daye,
and‘is present as an~observerzwhen the ninth'graders take-charge. Both
‘the peér teachers and the regular teachers base their instruction on the
. same curricu]um, and both orgamize their instruction arqﬁnd~tne-same,¢ ‘
fair]yicqnventional teaching methods. Leon Henkin,’the director of this
prOcht, has not yet published his f1nd1ngs However, in the 2 years since
the pilot program was introduced, there have been no comp]aints and '
considerable enthusiasm has been expressed by the participating seventh-
and ninth-grade students. Some teachers were at first reluctant to accept
the prcgram, But they all are thoroughly satisfied after experiencing it

_i{n their classrooms.
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Several other -examples, including a Paducah, Kentucky program of

"mini-courses” described ‘in the next chapter, 1ndi§ate that students can:

assume. formal teaching roles. As a learning experience, classroom-teach--

ing probably has a differeﬁt impa3¥ than a tutoring assignment, and eﬁpirﬁca]

3

results may demonstrate this when they become available. It seems
clear, hqwever.‘thgt calling ‘upon stddents_to dojwhat a teacher ought to
be ab]é to do“bettergis not as 1ikely to be as educétjona11y re&arding as

encouraging siuqents to interact with each other on a one-to-one basis.

‘\g\ - - ~— )
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' schools near Madison have adopted one or more parts of the program, and

CHAPTER 5. REPRESENTATIVE APPLICATIONS

?
<r
P

Practitioners!interested in using peer tutoring in their own ciass-

' rooms frequentiy haVe 1itt1e access to detailed information on how typicai
programs began and~operate eisewhere. Here, then, are descriptions of
some representative programs together with a giimpse at the ro}e of peer
tutoring in today's rurai schools. The three specific exampies were chosen -
because they tend to represent the mainstream of current approaches to '
peer tutoring A1l three accent cross-ege.pairings, where older students
he]p younger ones; all are built around the* voiuntary participation of
teachers, tutors and learners; and’aii three give at least sdme attention
to both social and cognitive outcomes They differ in many specific ways, -
houezer, refiecting the different needs and circumstances of each setting

This is particu]ar]y true for the one-room schooi exampie where peer tutor-

ing serves some very spccific needs

- . ~ g - -

Hadison, wisconsin

- = - 7

) ﬁeerwtutoring is growing rapidly in and around Madison' A sizable
number of schoo]s in the:area have deveioped programs, ezch adapted -to
the particuiar requirements. ‘of. the,schooi and its students - A major
stimuius for these efforts has been-herbert Kiausmeier § "Indiv1dua11y
Guided Motivation" program deveioped at the Hiscon51n Research and
Deve]opment Center for.Cognitive Learning. I-G-M is a series of procedures

designed to encourade children to like 1earning and to learn.better. Many

most teachers in the.area are at least familiar with it.




. . e/ .

] One of f_G'M'5<f°“? principal techhigues”aims at;improving the
motivation and achievement?of young Tearners through individuai tutoring

. - sessions with older chiidren. Any one session may be directed at providing,

; remedia] assistance for regular/ciassroom work deveioping new ski]]s which

Co require considerab]e practice, or encouraging independent study activities.
‘Aithough forma]]y organized tutoriai.methods initia]ly were recommended,

a number of schools chose to use less formai arrangements to reduce record

keeping and detailed p]annihg : Informa] tutoring focuses on the learner's

immedfate needs as determined on a day-to-day basis by his teacher.

y o~
o - PR

An informa] cross-age tutoring program similar to the one regommended
Zby I-G-M is now in its .second. year at the Sherman E]ementary School in a -

modest income section of Madison. " The learners i § program are first

>graders.and the tutors are .eighth gra at the Sherman Middle School.

. The two schools share a sing}e/ uilding and some of their faciiities with

each other. when the tutoring program was initially announced, a large

-

proportion of the eighth grade c]ass voiunteered to participate, )
particuiariy the girls. *‘From the group, 33 tutors were chosen to match

ﬂ___the_number of helpers requested by the first-grade teachers. The se1ection

AU A e — .

process gave Prlority to students “who had histories of misbehavior T

school.

r .

L -

— Early in the year the tutor group received.8-hours of concentrated1
training to”prepare them as'tutors through both group discussion and role-
piay methods. Each was then assigned, on the basis of personaiity

" characteristics, to indiv1dua] first graders who, it was felt, needed he]p
in reading by their classroom teacher. Tutoring sessions were scheduled T

on 3 days per week during a period when the oider children normai]y chose

- 98
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» 'either an e1ective subject, such as band, or study hall. Each tutoring
" session was p1anned for 20 minutes, 1eaving about 30 minutes for the
L " tutor to. prepare for the next session. An additiona] hour each,week was
x/;,«“used for a continuing program-of inservice training for the tutors who
T ? met as a group with participating teachers. The tutors received grades

_for their participation as they wou]d have for any- other e]ective

-

° During the first_year, the tutors used Harrison's Beginning Reading
~ - ' Program to provide’renedial reading help. However, the‘tutors and tutees
' found these‘materials to be quite boring, and notfvation fell
sharply during the second semester. Three tutors had to_be droppedniron"
.- the program because of their hosti]e attitudes toward the younger children
or as a‘resuit oﬁ_poor attendance. Space, on the other hand, wasﬁnot .
_ generally a probleh. “Only some of the sessions were scheduled at-the same -
time, and the tutoring pairs were allowed to-work on mats in the halls,
in the school lunchroom when it was available, or at the rear of:the'fi

regular classroom.

; ) A -

No systematic neasures were administered‘to quantitatively assess

the first year of the program ReceiVing teachers observed gains for some

'chiidren, particu]ar]y those chosen because it was fe]t they would improve
with added practice and specia] he1p The director of the program felt
. that the first year of the program had not mét a11 of the school's expecta-
__tions, however. The most_serious problems stemmed from the use of
standardized tutoring materials, the selection of children with behavior

problems as tutors, and the sheer number of eighth graders participating

in the initial program. She estimated that the administration of- the pro-

gram, including coordination with teachers, training for the tutors, and

Hr
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| monitoring the tutoria] sessions by personal observation, required at least
2-hours of her time each day. This time had to be set aside from her

regu]arvduties as the Middle Schop] guidance»counse]or.

A conpanion tutoring program is now operating in the”Sherman hidd]e ;
and E]ementary Schoo]s along with the first Volunteering. sixth seventh
and eighth graders spend 2 hours per. week in an elementary classroom where
thex assist the receiving teachers. This program is not forhcredit, and
the 80 or so participants receiye oniy minimal preservice training and no
weekly inservice training. Some are assigned, as the need arises, to
tutor a chi]d ‘but this is not a permanent assignment and the tutor may -
work with several different children for short periods Other vo]unteers
primari]y grade papers and do other tasks for the teacher without hav1ng

I

much contact with the younger pupils. L
.d C
\There,has’been no systematic effort to evaluate either prq@ram at’
Sheriman or to compare the two. The Middle School students generaiiy pre-
fer the program with more training, more weekly support, and ﬁorew
. opportunity to work with a single child over a 1ong;period. lStudents”in :ﬁ
the more informal program tend to feel the& work for the tedcher they are -
assigned to rather thannWith—her;—~Both~programswprovide tutqrs.nith the
opportunity to assume responsibility, however, and this.aibne may be a
positive contribution to their grdﬁth and self-confidence. The 1earners_
_almost uniformly feel the added attention is "really great." When asked
about her experience the year before with a tutor, one second grader said her
main wish was to see her former tutor again to‘show,her how much progress

e~

she had made. . B

60 |
~54- '




The program coordinator had several suggestions for those interested

“in planning their own peer tutoring programs. The most important was to g

start with a very small program'that invo]ves no more than a dozen tutors
and just a few receiving teachers. In a small program, initial probiems
are more easily worked out without the pressure of too much happening ali
at once ) She also’ fe]t it wou]d be a good idﬂa to begin the first program
in the middie of the school year to allow time for more thorough prepara-
tion. Training also is very important because the tutors need he]p‘in »
deie]oping their instructional and interpersona1 skills to‘an‘effectire‘lerei:”dp
- and adequate supervision is ‘needed to insure that tutoring.sessions are ,

genuineiy productive.

Paducah, Kentucky

Jetton Junior High Schoo] is now in its‘third year of-a:peerhtutoring
program. Modeied after the Lippitts'eCross-Age'Heiping Program,. and using
tutor trainias materials adapted from those deve]oped by the Lippitts at

- the University of Michigan, this effort is directed 1arge1y at providing
meaningfu]tinterpersonal experiences for the tutors. The program is
" voluntary. Not a]i of the students at Jetton'are interested in participating

:in the program, which rep]aces their physica] education c1asses or study _-

- hall periods 2 or 3 times a week, and not a]] of the teachers in the

o

cooperating elementary schools are interested in having tutors in their
classrooms. The program has grown each year, however, and presently

_ - {involves 130 tutors, a fifth of Jetton"s total enrollment. : |
N ¥ - . } . .

¥ .
1 . f ©

. During the first year of the program,.70 of the better ninth graders

IS

. \
were invited to participate. The group received 10 hogrs-of training .

spread over 2 weeks before being assigned to an elementary school class-
7 ’ N ‘
. ) |
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4individuaiiy responsibie for ieaving and, returning on time.

4cdunseior who has been _coordinating the tutoring program at Jetton, reasons

room. .There, the receiving\teacher_took charge of defining their role
and responsibilities according to that éiassfs needs. Some assigned the
tutors more or'iess permanently to 1 or‘2‘siow-1earning chiidren{ a

few asked them mainly to grade papers or set out materials; most, however,
were asked to take an active role in the geassroom. The tutors worked,

as needed. by ieading practice activities and offering remedial aid to

individuais or small groups of pupils, . \\ ' : ‘_‘- .

The program was so successful in its first year that participation )
has since been open to aii eighth- and nintthrade students, inciuding‘
many with behavior problems or ‘acadenic difficulty. Abqut three-fourths
‘of those eiigibie voiunteer for the program each year, but not all can
participate. The program has been expanded ‘to. 4 eiementary schools,
inciuding one parochial schooi. but there are stiii more tutors‘avaiiabie(
than'reguests from lower-grade teachers. Schooi buses make.houri& runs

to the eiementary schoois to deliver and pick up the tutors, who are

\

Only 25 of the classroom teachers at the cooperating eiementary

<

schools have requested tutors for their rooms According to the guidance

for rejecting the program vary. Some teachers feei-that too much planning
and preparation is necessary before each tutoring ﬁeriod to make the ses-.
sfons worthwhile. Others would rather handle remedial work and individual

assistance~themseiyes where their own professional approach may be what

classroom who might reiate their observations to othe school staff and,

" in a sense, “grade" the teacher' s classroom. Performanqr.

. \
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is needed. Sti11 others feel quite reluctant to hav outsiders in the .
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Emphasis in tutor training sessions, both those at the beginning of
.the program and in the group's month]y “rap" meetings, is_directed at '
improying the .competence of the tutors and their awareness of the needs'
of others. With.only a few exceations, the volunteer tutors are very
high]y motivated todoa good job. Many show suprising insight on the
basis of their own experiences and seif perceptions. For exampie,‘they
recognize that younger children experiencing 1earning difficu1ties can
‘foe‘feel "put down" by adu]ts and ‘that these pupi]s need help without undue
‘crititism. "The tutors see theirjgmn ‘needs ftor increased se]f-confidence

*

ref]ected in the wayxtheir iearners behaye toward then, and see growth in

themse]ves as they 1earn to dea] with a younge; child's prob]ems.ﬂf
As in most cross age pee: tutoring programs, the prob]em of pair:nq
‘ chi]dren turns out to be far less sign‘icﬁnt at Jetton than the problem
of pairing tutors and receiving teachers. The schoo] serves a racia]]y
\and econpmicaily mixed area, but neither of these factors?seems to infiuence
the relationship between the tutor and tutee. Nor does the sex, abi]ity
level, or prev1ous deportment of the tutor seem to matter. In faot, many
lof the best tutors are among those who have had prob]ems in schoo] them-
selves, and this includes an occasional tutor with a juvenile delinquency
record. Younger childreii are eager to work with the tutors and-respond
well to the added attention. The receiving teachers are not always as
enthusiastic; however, .and some fail to give the tutors the support and
direction they need to be successful. Tutors assigned to these tegchers
. have to be among ‘the more capab]e and self-sufficient voiunteers if their

0

motivation is to be maintained. _ . ' .
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A typical elementary school teacher may get help ﬁsqm»z to 20 tutors.
Not all of the tutors come on the same days or at the same time, but all
are scheduled during classroom periods devoted to sha11 group 1nstduction.
or individual activities. This arringement facilitates constructive
assidnmenfs9 such as listening to several children read in turn or he]pind
2 slow 1earner with an arithdegdc'exercise, bdt it provides 1ittle oppor-
tunity for the receiving teacher to fully explain what ought to be done or °
to;get feedbackﬁbhvwhat occurred in the 30; to 40-minute sessidn; Few
teachers have the time to think through these assignments thoroughly, lay
out appropriate materials, or review tutor records. Most seem to prefer
to keep the'arrangement 1nforma1, although cne teacher discovered she

7
could get around the communication problem by using a convenient moment to

-tell the 1€arners what was to be done when the class tutors arrived.

Qﬂany of_the minor problems faced in the early days of the Jetton

progfsm have been resolved. The use of school buses instead of public

transportation has redqcedtghé number of tutors returning late from their

assignments, although some get so preoccupied in the sessions that they
miss the returning bus. A1l tutorsphave an attendance card punched by the
bus driver so tha% an accurate record of attendance can Be kept. Tutors
who must skip a sess{en,because,of i11ness or another reason are now
expected to telephone the eJementary school themselves instead of expecting
the coordinator to relay messages for them. Lack of discipline among_the

thtors dhfing the sessions has never been a problem because most would be

extremely,embarrassed to be drdpped_from the progrgm.

\ Because of its success at Jetton, peer tutoring has spread to Paducah's

Y

. -other junior high school, Braze]ton, and has been more c]ose]y integrated

Nt
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with a similar program involving some 70 tutors at the sénior high schoo].“
Another spinoff is the series of "minicourses" developed a;a~presented,by
ninth graders to interested fian graéers. .Each of ;hese courées lasts

5 to 6 weeks, with 2-hour sessions -scheduled on Friday afternoons. The
content is based on the special skills a particular tutor miéht haQe, such
as cycling, needlecrafts, camping, or basketba?], Volunteer teachers super-

vise.thé minicourses, although the lesson plans and conduct of the classes

. are left to the ninth-gﬁ%de student.

A study of the effectiyéness of the combinéz Jetton and Brazelton

; Juhior"High 5choo1 programs involving 320 tutors during the 1973-74 school
year was conducted by the Paducah Board of Education. During the year,
the,tufors gaihea 5 half month less than'expected in reading skill but a
full 4 moéths more than expected in ﬁathematics.‘ﬁ0n1y those tutees who
were in grades 3, 4, and 5 and who received 1nd1v1dua1 assistance
for much:of the school year"were assessed as {earners.' These students.
averaged qbout_as expected in reading gains, but gained. 2 months more than
normally would be éxpected in mpthematics. No gcceptab]e measures of the
social gains of the participanis, yhich really was the principal focus of

‘the program, were available to test these outcomes quantitatively.

The coordinator and her associate§ had a number of suggestions for

L those interested in peer tutoring for their own schools. The first was

" to carefully select the aim of theLprdgram to meet a school's own « ’
particular needs. At Jetton, pe;r tutoring is “egarded as -a way .of éttive]y
involving students in a cdnstructivé experience, particularly those students
who do not‘have special talents in music, sports or other areas. Copying

a program in use elsewhere would nat as capably have met this. need.




i}

The second is to localize tutor training through the use of familiar

éxamp]es and the actual experiences of previous participants in the program.

_ Making<the training more relevant helps make it more effective. And the

third is to carefully orient receiving teachers tébthe program so they
) * p .

"9
will know what to expect and how to prepare for it. 'Their relationships ¢

with the tutors can mean the success or failure of the progrdh; LS

-Pocoima, California

* level.

One of the most extensive peer tutoring programs in this couﬁtry_ﬁas
been operating in the Pocoima Elementary School since 1968. Begun as a
research study, thé Tutorial Community Project attempts to involve all
studentg),either as tutors or learners, on a continuing basis. Actua]iy,
the project includes several kinds of peer tuton{ﬁg operating at the same
time. Part?cibatiop is voluntary, and although virtually all: students in
cooperating c]ass?s join in, some teachers do not include tpeir‘clﬁsées ',
in the program. Further, since whaf is done is determineq‘by the ‘ d
individual.classroom teacher, some chi]dren'participate_in'parts of-the

program but not im others. N

One aspect of the“tutéring program is a co&perative effort with the
nearby Maclay junior High School.’ Approximately 56 ninth gﬁaders are
allowed to énro]] in a special English course to permit them-to serve as
tgtofs in the elementary school 3 day; a week: Both very gifted students
and others who are substantially be]owigrade 1eve1'1ﬁ‘reaéing are recruited
for ghe course. To be e]igip]e,/a student must have enrolled as a tutor
in the previous summer séséibn: In the summer program, which is igken for
credit, the tutors spend 2 hours: each da} at the e]eﬁentary\school pro-

viding remegial assistance to elementary students who are below grade

-~

H
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During the regular program, the tutors spend nearly an hour a day at
the elementary school, 3 days a week, working with first- and second-grade

C

~chi1dren. The remaining 2 days are spent in their own ciassroom where
the entire group works through tutoring probiems using discussions and
role-play sessions and reviews the results of their Eng]ish assignments.
The ninth-grade students are expected to complete a normai Course 1oad~in

- English as homeworh’ In addition, the entire ciass meets for about 2
‘hours one evening almost. each week at the ‘home of one of the students’

. Keeping up with this heavy schedu]e in part depends on the more gifted

. students helping both the slow readers and each other on their regu]ar

’

classwork.. ' .
- " ks

At the beginning ‘of the year, the tutors tour the eiementary school
- and are introduced, in a social setting, to those younger chiidren who

need the most help. Pairing is usually left to the tutors and tutees
themselves. - The sembers of each pair are encouraged to get acquainted - s
with each other in the first few sessions rather than initiate tutoring o

. immeaiately. They ‘talk, piay games, and,make each other name tags. The

, tutoring is conducted according to directions provided by the receiving.

teacher. Although the focus'is on remedial reading, systematic instruc-
tion is limited to on1y a part of each tutoring session to ma1nta1n the -
1earner's interest. -The rest of the‘time is spent‘on games, conversation,

or projects. Tutors generally work with the same one or two learners - ,
. : >

throughqut the year. o ; e

-

A second tutoring program focuses on regular classwork rather than
/- . . . . ’
- remedial problems. Upper-grade students in the elementary school are .

paired with students in a lower grade for up to:5 periods a week. For -

\ | 67 o
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" the two classes,

_ J :
classes in connecting rooms so that the students could'freely interact -

_with éach other at any convenient time.

exampie, a fifth-grade class mAy_pair up with‘a first-grada class, or

a third-grade class may work with kindergarten children: Arrangements for

these sessions and the tasks to be carried out in the'sessions. gre .

determined by the two teachers. Ope pattern, for example, is to split the

two groups‘with ha]f’the students in each class going to the other's c]ass-

"

room, - This provides adequate space for all the chiidren and permits the

teachers to share responsibility for supervising the sessions. The noise

N

level Jds high, but~to]erab1e.

N -

In this segment of the tutoring program, pairing is again largeiy and

~

successfuliy left to the children themseives. Genuine helping re]ation-

ships are encouraged, mainly through discussions in the upper-grade class

?

and in the teacher-led treining program which preceeds,the,start of each

year's tutorial,sessions, Problems such as uneven numbers of children in

1osses'of enthusiasm, and the effects of absences on ‘

partners, are dealt with'by the group. The tutoring and ahcompanying -

discussion sessions represent hightpoihts in the partivipants' school day.

One eariy notion for this tutoring arrangement was to locate paired

This idea has been tested in.

v

another school, but not at Pocoima. ' :

L

The third aspect of the tutoring progran, less formal than the others,

consists of in-class tutoring with classmates helping each other. - A s 2

'Y

peeded, the class may be d1v1ded into pairs or small groups, with the more
advanced children helping those who are having'difficulty. Careful
selection of the content to be covered makes it possible for near]y all

students to be.tutors on some occasions. As in the other phases of the

o
-
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program, in-class tutoring emphasizes the deve]opmenf'of helping relation-

ships rather than 1nstructiona1 dr311s. Praise, undersianding,,and cooper-

éﬁion are stressed as tutoring techniques. n %

- .
o - ’ . 2

In addition to some spe€ific studies of various aspects of the
tutorial program,.records have been naintained on the'reading skd]]s of -
all students since the beginning of'the Tutorfa] Community Proﬁect. Over-

all, there _has not been much. 1mprovement in reading at‘the'upper-primary

- grades‘that can be attr1buted to the program. At‘the lower grades hoWever,

both the 1mmed1ate and' the cumulative effects of tutorial assistance have
been pronounced o Be]ow are the. year-to-year‘med1an percenti]e scores .
for grades 1 .2, and 3- The program.began with first graders in the 1969~-
70 school jear, expanded to the second grade the following year, and was
made schoo] wide 1n the 1971 72 schoolﬂyear ‘

1969:70 ‘ 1970-7] ) 1971 72 197273 1973-74 -

15t grade 23 - 3 4 60 60
2nd. grade 5 9 28 - 3 40

3rd grade « 5 5 20 44 32

.The coordinator of the program at Pocoima feels that administrafive

'support 1s essential not only to 1n1t1ate a program but a]so to keep it

going. Schedu]ing, training, and work1ng out problems requ1res an enormous
amount of time and energy, particu]ar]y in-a school as large as Pocoima
with its Rearly 1500 students. The success of a program alone is not

sufficient to keep it operating year after year.

P

* The coordinator and teachers working with the program at Pocoima
believe peer tutoring can make a substant1a1 contr1but1on to education

but that it i35 not without its problems. Good p!anning ‘and at least a few
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highly enthusiastic staff members are essential. Programs ;hou]d start —
sma]], they think, and address only a few core aims at the/beginning
Because student motivation is a key consideration, the activities in the
tutoring sessions should be varied and permit creativity. Participation
-.in the tutoring program should be vo]untatyﬂ, It shoul7/be seen as fun

'rather than as another school chore. Schedu]ing an ogcasional 56c1a1

activity in p]ace of a tutoring session and permitti g the class to take

a few weeks off from the program now and then'keep/ﬁnterest.high. -

. : ~
A number of problems have been faced over thq’]ife of . the program,
© / .
including two changes of principals and the introﬂuction of a vaﬁiety of

othe; new programs. Interest1ng]y, however, mogﬁ of the problems reflect
[ .
difficu1t1es with staff rather than students. Many teachers fee] that the

program requ1res an eacess1ve amount of the1r own time for the results .

>

-obtained, and they are- unw1]11ng to contrlbute/as much energy to coordina-

- tion, preparat1on and student support as the/program requ1res. Many .

L} » }

problems that»%ou]d ogcur s1mp1y never happen. For example, student .

" discipline is a problem on]y in classes wheqe it existed before, and

ianguaye and racial barrﬁens are almost nonéxistent in this ethnically
. : / ‘

mixed school.- _ i

i
i

‘Cuming County, Nébraéka j

Peer tutorng is still practiced in ﬁany of the thpysands of one-room,
ruré] schools that have.survived consolidation_throughout the country.
Unldke thcir urban counterparts, typicp]frura] schools may combine as
many as 8 grades and a kindergarten in ? siné]e classrocom. As few

“as half a dozen, children may make up th? entir; student body. Thgsé'child-

ren and their teacher work, ]earn,.and iplay together daily with sbrprising

n
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smoothness. None of this would be poss1b1e,\of course, were it not‘for

the cooperation of/everyone in creating an effective learning environment.
T /
Those unfamiliar with today's rural scth]s may find an introguction

to them helpful in understanding the role p1byed by peer tutoring: A
typical rural schoo1 in eastern Nebraska may enro]l 12 to 15 pup11s '
scattered over 6 to 8~grades.. A1‘hough some act;yities such as music or:
a special proJect, may be presented to the group as a whoTe, most subJects
are taught to but one grade level at a time. Those few 'students. in that -
grade’ sit at the front of the room with the teacher, ‘while the others work
on reading assignments, complete exercise materials, or,prepare for an

1nstruct1ona1 session. No1se is no more evident.than in a regu1ar c1ass-

room dur1ng a 'group read1ng period, and most ch11dren stay busy.

Because each formal lesson is only 10 to 15 minutes'1ong,'most of .

‘each ch11d s day is spent on individual classwork with textbooks, work-

__—.f’

books, and self-study materials. Students generally are d1ligent*1n thejr

* independaent activity, but problems and questions do occur. Some teachers

encourage the children w1th problems .to wait unt11 .the 1nterva1 between
1essons* others seem to be able to answer quest1ons wn11e a, ]esson is 1n
progress.. However, many rura] teachers. encourage the1n pupils to seek

help from peers and older chi1dren.

Responding to momentary needs is not the only way: peer tutoring is
used in rural schools. Many teachers ca11 upon older children. to super-
vise a Tower-grade group s activities, ]1sten toa younger child read,
or work with another child on a difficult assignment. -Older children

frequently discuss a lesson, practice for a test,.or review-an-assignment

together. Even the younger children rapidly distover that working together

71 a
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- children can 1earn_to work tqgether.

can be fun. questudents often will pair off to practice spelling or

read flash cargs-ﬁhen both have finished their regular assignments.
4

In many one-room. .schools, peer tutoring is vie;ed as stahdard
practice rather than as an experimental 1nnovation. Cht]dren he1piﬁg each
other is so thorough]y 1ntegrated 1nto the 1nstruct1ona1 process, in fact,
that it is futi]e to try to isolate the particu]ar contr1butions made by g
peer tutoring in this settipg Neverthe]ess, the high 1eve1 of spontaneous
peer 1nteract10n that occurs demonstrates that the overall 1nstruct1ona1

'

climate typical of a one-room school may be a major influence on how We11

o
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CHAPTER 6. DEVELOPING A PROGRAM -

-~

Programs such as those in Madison, Paducah; or Pocoima do‘not materi-
aiize spontaneousii:“ Theyvare successful because of carefu]ﬂolanning,
extensive preparation, -and resourceful action on the part of c]assroom"
protessionals_and other members of'the school staff, New«programs need
not begin from scratch howéver. There is a growing body ‘of information
and ideas which can diminish both problems and disappointments This

} .
chapter is not meant to be a set of fixed rules; rather, it provides

suggestiohs for avoiding pitfa11° and getting the most out of a new pro-

&

gram of . peer tutoring .

Char+ of Prqg;am Features )

As suggested by the range of studies a1ready described, successfu]

programs can~differ from each other in many ways. Severa] of the most

‘ imbortant of these differences are summarized‘in,the ehart on the following

2 pages for 13-of thexmore representativevand betten documented projects

presented earlier. Where known, the details of these projects. are gjven;

for each of the 10 "components of successfu1 programs" identified in

Chapter 4. In addition the primary fotus of the proJect is spec1fied and

-the-most comprehiensive reference for each program is cited.

oo

A]though the combination of characteriStics associated with each oro-

ject distinguishes it from the others, 1t also is evident that there is no

-t

one way to' design a successfu] peer tutoring program. The preferences of
partic1pating teachers the needs of the students and the eXisting school

program all influence the configuration-of-any peer_tutoring oroJect.

—

Furthermoce, many projects undergo substantia] changes as a result of
) o 73 '
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Chart of Program Features

. S |Conte | - O

Youth _ cognitige underpriv- |under- - [mainly para-

‘Tutoring for tutor , {ileged 4th jachieving |reading professionals

Youth - * |& 5th.gradefhigh school| e

Cross-Age |[social younger older all reéetving

Helping * |develop- elementary |elementary |subjects teachers

X ment )

SWRL . |cognitive |low=- Sth & 6th |reading receiving

* Program |for learnerjachieving |grade - | teachers
' : * -, kindergarten _ '

Structured |cognitive |all Sth & 6th reading nonteaéhing ‘

Tutorial for learner|nonreaders [grade staff :
" °Peer- cognitive [all ' same gradc (spelling, classroom

Mediated for learner|grades as learners|Engliish teacher

Fredonia, |cognitive _|low-moti- |low-moti- |mathematics|para-

New York. J[and-moti- |vated 2nd &|vated 5th & - |professionals,

: vational 3rd grade. |6th grade . ) N

‘Lo;-Angeles cognitive, Asioh;read- {under- reading assigned.

County: all parti~-* |ing elemen-{achieving teacher

‘| cipants tary - high school T
'Spr%ngfield,cognitive, under- under- reading researcher
Mass. all parti- |achieving |achieving :
cipants 3rd grade |7th grade -
New Haven, |cognitive, |slow-read- |low-moti- [reading reading.
Conn. all parti- {ing Ist vated 6th teacher
cipants - |grade grade

Los Angeles coEﬁ??TVe, lower upperf‘ reading receiving.

City - all parti- |elementary |elementary teacher .

. ) " |cipants '

“Madison, social and Tst grade .8£h gréde all guidance
" Wisconsin [cognitive _ " |subjects counselor
" Paducah, social slow-learn-|{8th & 9th |all guidance

Kentucky - ing elemen- |grade subjects counselor

\ tary
Pocoima, social and |lower . upber mainly pfogram
California |cognitive |elementary |elemeptary |reading supervisor
74
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Chart of Program Features (Continued)

Training ,|Schedule Péiring Partiéipi Materials ,gﬁgggggrg§_ggfg;gggg=
not ) 1 hour, by voluntary inférma1 ' informal Ggrtner;
stressed |2-4 times |supervisor by tutor . Kohler, &
per week Conway, 1971
preserviée 30 min., |by _ |voluntary regulér friendly, Lippitt,

_ &.inserv- |3-4 times |receiving Tclassroom [helping Lippitt, & .-
- ice per week |teacher |Eiseman, 1971
3or4 20 min., |by learners |SWRL struc- Niedermeyer
hours 3 times receiving [designated|Reading tured & Ellis,

: per week |teacher : 1970
3or4 half hour |by. o learners speéiaﬂ struc- Harrison,
hours each day |supervisor|designated|exercises |tured 1972
1 class 1 period |random by [all stu- special struc- Rosenbaum,
period daily teacher dents in |exercises |tured 1973

' - class . S
' one T hour,  [by voluntary |ififormal |partly Mohan,
session |2 times - [partici- by tutor - |struc- 1972
per week pants ) tured - -
one week |2 hours |? learners |informal teacher 'Lﬁndrumk&
preservicejdaily ) designated|by tutor |suggest- |[Martin,
' - |(summer) ed . _[1970 )
preservice|half hour |? ) ‘partiEE- informai &|partly } Erickson &

° % inserv- |2 times pants classroom |struc-  |Cromack,
1ce. per week designated tured ) 1972 °
preservicelhalf hour |? 1ea§ners selected |partly Criscuolo,
& inserv- |2 times designated|by struc- 1973
ice per week ) teacher tured .

5 days = |25umin. by all special |partly Ebersole,
preservice|daily . reading students |& class- |{struc- 1971 -
) proficiency room tured -
10 hours |20 min. by learners |prepared |informal |Chapt. 5 &
plus 3 times receiving {designated|{by tutor ‘Klausmeier,
inservice |per week | teacher ‘ ~let al., 1973 °
10 hours {30 min.. |by learners regular informal |Chapt. 5 &
plus 2-3 times |receiving |designated|classroom - |Dallas,
inservice |per week |teacher & others 1974
7 hours 1 period |by largely - |selected |informal |Chapt. 5 &
plus daily partici- |[voluntary |by Melaragno,
" inservice | pants ' teachers . 1972
T -69-
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in-class tutoring is used along with cross-age tutoring.

S

.
. ) . - .- \
\‘
.

experience with them. fh Madison, for example, highly structured materials

f‘weré replaced By#1essons prepared by the tutors anq in Los Angeles City,

+ R -

Teachers who want to exp]bre peer tutoring for their- students should .
be cautious about indiscriminately adopting any one'approacﬁ simply because

it was successful elsewhere. Many program designers\agree that it is

' easier to build peer iutoring around exi§t1ng materials, schedu]és; and

curriculum plans than it is to revise everything to fit the constraints of ‘
a specffic approach. They suggest a careful consideration of all the
1mportant’e1emént§ that g6 into the design of a peer.tutoring program

before deciding what-combination is most 1ikely to be sucdess%ﬁ], ”

[

[ .

Choosingrqugctives
One e}most universal recommendation made by those who, have experience

with peer tutoring is that the barticu]ar aims of each'program‘bé\made .

<

éxp]icit and fe]ated to recognized dgeds: Peer tutoring is not for

3

" everyone. Manxﬂ;ggqhgri feel quite content with their present,program§

and others are already too involved in.other new activities to take on
additional responsibilities. Even those who might welcome: changes in -
their current classroom routines, however, somgtimes\need to be convinced

thgt peer tutoring will serve a useful purpose. For this reason, a pro-

]

‘gram sﬁbg]d bedesigned to meet outstanding needs that are considered .

important enough to deserve attention:

An early list of some needs which could be.met by a pge} tutoring
program was prepared by Thelen (1969). First, he felt that children help-
ing each other would go a long way‘towar& meeting jndividua] learning

needs. Second, he suggested that the attention given and respect received

-70-
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when two students workAiogether could be used to combat ethnic prejudices.
Third, he noted that children he]pfhg,each other ultimately may be more
beneficial to society than children competing with each other. And fourth,
he observed that peer iutoring could Be hséd creatively to encourage -a

spirit of change in* the educational environment.

L

Many other goals have beeﬁ proposed. For exémp]e, peeé tutorjng can
be a way of helping children who would profit from individual attention.
It can provide leﬁrnindrzpportunities where interaction with a teacher is
limited. It can be a constructive soiution to the problem of high- and
low-abil{ty children being grouped together. It can provide manygéhildren e
with:otherwise unobtainable opportunities for responsibility and fecognition.
It can be a workab]e\method of correcting a host%]e and uqcbmhuﬁiqaéi&e
school climate. .Finally, it can be introduced as -a proQuetive e&qgg;ionaﬁ "

PR

experience in its own right in schools where it is recognized that students
. “i% ot

need greater contact with each other. ‘

Perhaps the most important decisions to be made when planning a pro-

gram are whether it should be directed\at the tutors or the learners, and
whether the real, hegd is for academic or social gains. .Because what is

_measured ©o establish the success of a program also reflects the priorities

of program p]aﬁners, studies of peer tutoring generally do not assess all

of these outcomes. Nevertheless, some géneralizations are possible. w -

Prograhs based on‘hjghly structured materials, such as those Heveﬁop-
5 ¢ )
ed by Niedermeyer and Rosenbaum, have been designed specifically to heip
the learﬁers. The- Youth Tutoring Youth and other programs which hanefit

the tutors{ skills have much less structure; they force the tutors.to

o

qndergfand the content themselves before teaching it, and this,practice is

-~

v
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. valuable particularly for tutors who are below grade 1eve1 Because pro-
grams aimed at social outcomes, including the Lippitts Cross-Age Helping.
Program, depend on flexible interactions between the tutor and 1earner, '
the €essions are not confined to academic difficulties. Although this
kind of program is expected to enhance the 1earning‘motivation of the
participants, achievement effects wiil not be observed ihnediate]yuﬁPThus,
the kind of outcome‘Manted'determines the materials to be used; the kind

~of training given to the tutors, and often the selection of participants. .

Even programs directed toward improved achievement differ widely
depending on the specific needs of the°studéhts. The instructiona] qoa]s

of peer tutorang 'sessions very often emphasize reading skills because many

« ’

schools feel addicionai 1nstruction is needed because individualization *
{s important, and because a Tistener is required for practice. Dependnng ¢
on the grade level of the iearners and the curriculum in use at that school,

Q

the tutors are expected to work on word-attack skiiis reading comprehension.
or-remedial practlce to enhance fluency. In other schools, mathematics,
language arts, social studies, or other content areas are chosen for

peer tutoring programs, often because improved reading is the goai'of some

other activity that already is operating.

Tempting as it might be to select a number of goals all at once,
experience has shown that programs which attempt too much often accompiish
very little. Authorities tend to agree that a peer tutoring ‘plan shou]d
begin with but one or two compatible obJectives addressed to we]]-recognnzed

~problems. Some examples might be to give first graders increased individual

[

reading practice at their own ability level, permit fourth graders who are

performing below grade level in'arithmetic"to review basic °skills by tutoring’

-«




second graders, or provide eighth graders with opportunities to develop

their own se]f—esteem through tutoring.< More objectives can be added later.

@

Unless it is a component of a totally new curriculum, a tutoring pro-
gram or1gina11y should be p1anned as a complement to the teacher's role
- rather than as a rep]acement for it. The teacher should know that~every
lesson was p“gsenteq,competently to every learner at least once. The
totoring sessions then can.be djrected at providing practice, rémedying»
mnwhmmisunderstanding or ropeating‘lessong when it is apparent that learning

S’ has not occurred

, Some programs have been designed which make tutoring part of the
regu]ar 1nstruct1ona1 routine for all children, wh11e others emphai/;e
-on]y remedial 1nstruct1on for those few children in a class who most
need help. Nhlch approach is chosen obv10us1y dependf//p/pgr;”on the

. | number of tutors. It may be more pract1ca1 to ‘nvo]Ve everyone if o]der
chiIdren“tugor younger children in the same §choo1 than if the tutors are
recruited from a cooperating junior or senior high school. It is perhaps
surprising to those who have not seen tutoring programs.in action that
most younger children want to be tutored.: A child intentionally doing

poor work to be able to join the select few in his class who are getting

remeoial attention ha§ been a common experience.- e

‘Content appropriate for tutoring shoold not include material that is .
Lunnecessari]y prevocative or challenging. Unless the age difference be-
{N tween tutors and learners isaconsidcrablc, a tutor cannot be expected to
have‘the judgment or maturity needed to eraluateyconclucjons about history
or the quality of themes. Totors can monitor reading, review'arithmetic

answers, correct grammar, and help with science projects. They also can

¢ @ A
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'usefully act as a sounding board for a learner's compositions by identi-"

fying sections that are confusing or 1ncomp]éte. ‘At-1east at the beginning,
tutoring should be 1imited to thosg kinds of assignments where there is
1ikely to be full agreement- between the teaier and tuior as to what

represents a correct answer. s

™ Content should-be selected with both tutors and learners in fiind.
Rg§tr{;t1ng tutoring to dn1mportant, Tow priority skills will greatly.
reduce the motivation of the 1eatners and probably the success of the pro-
gram. The enthusiasm of the tqto?s similarly can be Qestroyed by 11@jt1ng
their fb]e to such activities as sefQing as scribe wﬂen'first grqd;rs make
up stories. Given a chance, most tutors genuinély want to help another
chila.lga§n‘someth1ng signficant, andimost learners will appreciate added
individual attention in those areas they consider meanipgful and 1ﬁpqrtant.
This is oﬁe reason, at 1east,‘why so many successful programs have

i .

cqpcentrated on reading and other bagigisk11ls.

Designing Activities ) 4

Once the objectives of the program have been agreed upon, the next
step is 'tg design the learning activities that will take place during the

tutorial sessjions. Most experts agree that a one-to-one arrangement is

" best,-at least for cross-age tutoring, and that the\pairing of tutors and

learners should not be changed,arbitrar11y over the'school term or year. y
A good relationship appears- to contribute signif?%}nt]y to the syécess of
peer tuto;ing: and th15~mutua1 respect, trust, and querétanding cannot be
achiéVed in just ﬁn hour or two. The kind of activities wanted, then, are
those which build on, and con%ribute to, the relationship between ch%]dren,
and take advantage of this relationship to make individualized instruc;igh

a reality. o
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To the extent possible, the plan for the sessions should ba f]eiible;-

-

with the‘tutor and the learner taking an active role in choosing activities.
f / .
Tutoring shoild be constructive, but it also should be fun. This is one /::>~>
' time during- the school day when each chi]d's,unidue 1ntérests can be . (

. * \

1ncorporated into the instructional process. One way to encourage individ- -

uality, as will be discussed later, is to provide a rahge of aJternative \

instructional materials al] leading to the same goal Rather than re-
reading a story already presented 1n the classroom, -a tutor could help the
younger child read a story from a book chosen because o; dts 1nterest1ng -
content. Ipstead of repeating the problems in an arithmetic workbook, \

the tutor could design new problems built around some theme the learner_.

fourd enjoyable. " SRR

Variety during the sessions usually is recommended. Few teachers:
would attempt to keep young learners: at ‘the same task for very long. and

tutors are not 11kelzwto be_any more succeszu] Dividing the Sessions

-
- -

into un1ts.'e w1thﬁa different act1v1ty. stimu]ates attention. and

. increases the holding power of the Tessons. Rosner (1972), for‘example,
includes 4 differentr activities each 40-minute session in his program in
Los Angeles. First, the }earner‘reads aloud to the tutor who, in turn, ®
asks comprehension questions. Then, there is ‘a brief phonics lesson from

a workbook. Next, there is. vocabu]ary drlll us1ng a small chalkboard.

0 And, finally, the tutqr reads to the learner dur1ng a story time designed
for enrichment. ) . Dt -
o )

A11 activities should be thoight through carefully and then tested on_

a few pairs of chi‘ldren to make'sure the tutors and learners can do what
’ -, . -
s expected of them. Detailed directions for activities often-help. For -

r

.

’
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example, Dreyér (13]1) sudgests that tutors receive the fo]]owing step by-

step instructions for conducting 1 reading practice'

1. If the child has a lot of difficulty with the material (missing
more than 1 out of 10 words) ‘use -echo reading:

a. The tutor reads the mater1a1 aloud first and is followed by
the pupil.

— b. The pupil repeats aloud after each word, phrase. or-sentence. -

c. Follewing this‘procedure, have the child read the word,
phrase, or ‘sentence on his own.

- (//' 2. 'Keep track.of the errors each child makes.’ UsuaT\y these will
consist of words.he mispronounces. For exampie, then for when.
Write down the mispronounced word and the word the child gives e
for it. Put these words on cards for practice. - oo

3. Whén a child comes to a word he cannot pronounce:
a. You will frequent]y Just te]] him the word

b. You may call his attention to the beginning souiid - if he
knows sounds at- the beginning of words:

¢. Give him the meaning of the word so he may make an attempt
~ to pronounce it.

d. Have him check his attempt- by asking himself 1f this word
makes sense, in the sentence. °

4. Ask the child to te]] you what happened inr the story Be sure
N he gets things in order.

5. Write down words that“are difficult for the child. Put them in

phrases as found in the story. Give practice following the
suggestions and procedures for sight words given above.

H
Scheduiing is another important.consideration. For very pragtica]
reasons, most programs schedule cross-age tutoring sessions around the
tutor's regu]ar 1nstruct1ona1 per1ods:~éfh?s/;sua11y proVides a. half hour
or so for the children to work together, with enougﬁ t1me left over for
the tutors to meet briefly with the teachers, plan a future lesson,’or .

keep a log of the sessions up to date, apd still get back to their classes

6. :
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_when‘they should. Less cnan 15 or 20 minutes per session appears ‘te be
too brief a period for the children to‘get to know each other. But ses-
sions 1onger than 40-minutes ‘are likely- -to get out of hand host tutoring
programs plan on the children spending 20 or 30 minutes with each other at

a time.

Most programs also plan on the chi]drer meeting together at least 3 ) a;"'
times a week If the sessions occur Tess often, too much time usua11y is _ |
- . spent on catching up on the learner's progress since the 1ast session and
in deciding what kind of practice is -needed., The tutors a]so seem to 1oose
- momentum when the sessions are 1ess frequent because their contribution

‘becomes less evident Too frequent se551ons, however, can become burden-
(" - . -
some, and many schoo]s p]an periodic breaks, in their tutoring schedules’
, . for this reason. They set aside several weeks here: and there during the

schoo] year ‘when the o]der chi]dren are a551gned proJects which rep]ace

the tutoring se551ons.

- - -
. . ©

- s

Findihg sufficient spaceﬁcanlhe'a major.problem. Programs intended
to serve a remediai function usua11y involve on]y’a fem students, and space
f} ' at the back of the ciassroom can be used or the chi]dren‘can,sit on mats
in the hallways. These arrangements are'not"adequate, on the other hand,

. for programs that involve most or,a]] of the class. OcCasionaiiy, as in
- Pocoima, half of each class changes rooms." In Madison, it was possib]e-to
‘ use the school 1unchroom to provide adequate space. in Paducah the tutors
arrive on ,taggered schedu]es so that only a few tutors are in the 1earners
room at one time throughout the schoo] day. In other programs, half of the

) learners are tutored at’fﬁé_yery beginning of the school day and the rest.

«. " at the very end; tutoring occurs over recess or lupch periods so that al

83
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but the learners can be out of the rodm;‘or libraries, Qyms,and other

multipurpose spaces are used.

In;c1as§ programs, of course, dbinot eqcounter the same scheduling or '
space prob]ems as cross-grade programs. Perhaps for this reason, the |
sessions tend to be shorter, and somet1mes there will be more than one -
session each day. Because these programs tend to empha51ze practice rather ,
than tutor1a1 assistance, the activities planned for each session a]so tend ;
to besmore closely tied to accompanying teacher-presented lessons. Giving
the children an opportun1ty to create some of the materials they will use S O
may itself be a -valuable 1earn1ng exper1ence, particularly if they are
encouraged to consider their partner s individual interests and 1earn1ng

needs.

Preparing Materja]s )

One of the most important decisions in-the.,design of a peer tutering o
program is whether the materials will be purchased or developed locally
as part of the program. Both of these approaches have been tried success- -~
fully. The choice maue generally reflects the outcomes expected from the
program and the funds or other resources made available to it. Most pro-
gram designers create their own materials to fit their own aims. They

have found it is easier to build a tutoring program around existing class- ‘

room methods and materials than,to rev':: the curriculum so that it accom-

\ L

modates tutoring. . - .

barefu]]y organized materials, on the other hand, are an important

feature)gJ many struttured programs, especially those intended for begin-

ners just learning to read. The content and sequence of each lesson must

be precisely defined and: the exact steps the tutor should follow have to ¢ ,l

84 - o l
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_be described. How this approach is reflected in- the.resuiting materials

is i]]ustra%ed by a brief example from the SWRL Beginning Reading Program K
(Niedermeyer, 1970). In the actual materials, the instructions to be read -
aioud by the tutor"(and shown here in parentheses) ars, printed sideways at .

the edge of page so they can .be seen easi]y by the tutor but not by the

Tearner, ) . ,
. Practice Exercise 1A: Unit 6. ? ’ ) .
N } . * <
(Row 1: Point to the word fun.) , ' fin sun, feet? L e
(Roﬁ 2: Put your finger under word run.) sum ran’ run; 7
(Row 3: Read this word;)i ] ' ) o~ Sun
(Roy 4: Read. this word:) ~ - . ' ?run_ . C.

) . L -

_ Because materials suitab]e for high]y structuréd tutoring take
considerab]e sk111 and time to deve]op, and since severa] a]ternative .
series already have been packaged for sa1e, teachers whoiwant a program
~of this kind should examine what is commercially avai]ab{e before embarking
on a developmental effort, As a word of caution, howeyer:.many who have )
' used these highly structured programs strongly suggest trying'them out on

a small scaie before adopting them as the hasis for a compreliensive. ) e

tutoring program. _’
Programs focused primarily on the tutor, and »articularly thoseaaimed ' s
at the older child's personai-and docial growth, tend to have rathar 1oose

structures and material requirements.’ The wide]y used manua] prepared- by . e

e

" the Lippitts, for instance, gives 11ttﬂe attention to the se]ection or

deve]opment of instructiona] materials for the tutor's use. The major

emphasis in this program is on changing attitudes and motivation through

&
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v persona] interaction. Structured materials would tend to 1nterfere with -

this process by d1vert1ng the attentlon of the chi]dren away from the1r rela-

tionsh1ps toward eachxother. The tutors, 1nstead, are encouraged-to Use

very simp]e materials, preferably those they create or assemb]e themse]ves.

€
r

At the Sherman Middle Schoo] in Madison, for examp]e, tutors are’
- encouraged to develop exercise materia]s for use in the tutoring sessions.

During the1r prEServ1ce tra1n1ng program, they are assigned the task of

v e

POl 4

;creatlng worksheets to meet d1fferent needs. Suggestions to help the

‘tutors comp]ete one of these assignments are reproduced in the fo]]ow1ng a

. ~111ustrat1on

. ‘ . ;. ’<‘~))-,\ ) ;‘- 1&.
Ideas for Tutor-Made Materié]s ’ s

»

N
s

«

“1. ‘Draw a picture above the word to be learned. The learner can

. S )
color. this in when he or:she can say tlie word. o Ty
o ‘ o Jog,\ dog box top ’ < g

" [ . N

o

2. Have the learner match words and p{ctures'you.cut out of a

&

K _ magazine. ' .
) . log ::(‘pic.ture of box) “ )
. T ttop (picture of log) - ’
e box - (picture of top). .
“  dog ' t

(bicture of dog)

o —-
——

. 3. 'Have your-learner select the right word to fit in a sentence |

by underlining the word S1nce your learner may be just learning

to read, you w111 probably have to read the rest of the sentence

aToud omitting the words he or she should read.

86 L o
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' tutors are .encouraged to work tqgether to deve]op games or exercises for

2

- + Ttold youbto (dog, stop) doing that.
- : - Don't touch the stove as it is (hot, mop).
. The (fog, stop) is so thick, I can't see. .

4: Make a short learning game. You will need paper-on which to draw

your game and markers which you make. Make some f]ash cards of

o

the 'numbers 1 and 2. Have a-start and f1n1sh One game‘wou]d

be to pick a sound for the 1earner to rhyme w1th . , for -

example. The leéarner draws a card to f1nd out how many spaces

~

to move. Each space is marked w1th a 1etter the 1earner must use

to forma word,'such as l_or f. The learner must _say Jog or fog

to advance to that space. See if you-or the .learner can reach

-
.

the finish first. " s ) .

Many tutors are ‘able‘to create imaginative games, puzzles and activi-"

tiesuthat contribute meaningfu]]y to {earning and strong]y attract. the z
1earher's interest. And, in doing the preparat1on themselves, the tutors
have a chance to ut111ze the1r own 1n1t1at1ve. Getting the “tutors to 5
work with the materia]s also can be a useful way of 1mprov1ng the1r own

skills, particularly if they are below grade 1eve1. For this reason,
, ; .

4

;ereral programs have made the deve]oﬁment of materia]s'designed_for

specific objectives’an orqanized respons1b111ty of the tutors. Groups of

-

i

"use during the tutoring sessions. '-’_ ) , -

In still other programs, the rece1v1ng 'teacher is expected to have
some mode] mater1a1s available which are appropr1ate to the learner's needsJ

The tutors can present this material as is, or they-may be encouraged to,

adapt it or vary its use. 0ther schools have arranged teacher workshops

817
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- where everyone is asked to contribute the kind of materials they would

like to see the tutors .use. Not only are most teachers a reserVoir of

usefu] suggestions, but getting them involved in the preparation of materi- °

'als is one way to.generate additiona1 enthusiasm for a p]anned peer tutor—

ing program. Revising the materials after trying them out on some typical,

)

1earners allows the compilation of a 11brary of good ideas that can be

expanded year after year X R o -

Training “the Participants

It 4s almost universally agreed that no program will succeed w1thout '

©a we]]-p]anned training program for the tutors. .Even the more structured

programs seem to work best when the tutors have been carefu]]y instructed

(Niedermeyer, 1970). About 10 hours of: preserv1ce.tra1ning for cross-age

tutors typically is recommended, -along with about an;hour a week of

continued inservice training to take care of new prob]ems‘as they cone up.
The need for tutor tra]ning was made particularly c]ear 5} Gartner, Koh]er
and Riessman (1971) who pbserved that. 1t is unreasonab]e to assume that
children naturally know how to teach It is their experience that many
chi]dren in a teaching ro]e will tend to mimic the worst teaching they

have experienced as learners by being oossy and overbearing as tutors.

lA number of different-training plans have been worked out and tested .

in actual peer tutoring programs.' Overall, the preservice training in

these plans.tends to follow this general approach:

A . ,

Lesson 1. Orientation to the program; the- tutors' responsibilities .s

+ in terms of extra effort, attendance and deportment, discussion

of why students have volunteered“for the program and their expectations'

“presentation on what the program is trying to accomplish. ‘
-82-
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Lesson'2. ﬁescription of the learners; who- they are and what kinds

7
1

of iearning problems ‘they may have; how tutors and learners wi]] be
paired introduction to the receiving teachers discussion of how
the younger children wi]] view the tutors and what tutoring experiences :

would .be pleasant and unp]easant for them

Lesson 3. Meeting the chi]dren, hdw to act in the learner's c1ass-

room; where to ho1d the session, how to introduce yourself to the °

learner; what to say and‘do; ro]e-p]ay practice on getting acquainted

‘with the learners and showing interest in them.

Lesson 4. _Visit withwthe 1earners, a get acquainted*session in the

learner's c]assroom preferably organized as an informa] "party"

occasion, fo]]owed by brief individual meetings between the tutors

and severa] children 1nc1ud1no the intended tudoring partner..

.’.b

Lesson 5. Reso]v1ng tutor cencerns; discussion of visit with the

learners and how the tutors feel toward the chi]dren; What the ¢

tutors have discovered about the children, and what questions they .

have; role-play practice on estab]ishing rapport with their partner

Lesson 6. Interaction with partners; another v1sit to the 1earner s

classroom; getting acquainted w1th the agreed -upon tutoring partner,
inspection of the 1earner s c]assroom materia]s and observation of

his or her current perfonnance; making name tags for each other

Lesson 7. Ana]ysis of the tutoring process, description of typica]

v

tutoring act1v1t1es, inspection of materials to be used using praise

and avoiding criticism; how to .deal with the 1earner S errors; ro]e-

¢

play demonstration of tutoring session W1th a praise only critique.




v

Lesson 8. Practice in tutoring; multiple rele-play.practice~on the
© tutoring process with emphasis on giving praise and withhbiding . e
criticism, deq]ing'with learner errors, adapting the instruction to

the learner, and meeting instructional,oﬁjectives. :

Lesson 9. Coping with problems; how to detect‘and haﬁd]e loss of
interest; apparent rejection of the tutor by the.]earner; misbehavior

and disturbances and how to deal with them, discussing the1r school” &

and personal prob]ems with the learners. -

3 o
.

. ) ‘Lesscn 10. Planning the sessions; how each day's sessioﬁ wi]]Kbe
.planned; collecting or deve]op1ng mater1als, making a log or record
of the learher's progress what to do when absent, how to cooperate

‘with other tutors when he]p-1s needed; the role of school personne],

. °
o * v R - ¢

Each training sy)]abusgis-different,»of‘course, dependihg on the
| objectives of the program. Programs foeysed mainly on theiﬁearners tend .
_ to emphasize l&arning preb1ems and tutoring’techeiques while those stres- e
s1ng the personal growth of the tutor spend more time on the idea of a . - .
‘ he]ping relationship and the fee11ngs the tutors have about themse]ves
About the only emphas1s shared by virtually all approaches to tutor tra1n-
- ing is the avoidance of crit{cism and the liberal use of praise. . These
seem to pe features essential to product%we tutoring relationships regard-“

&
1e§s of the orientation of the program.

<

Ro]e play practice is another ingfedient common to most training pro-

9

grams. Good tutoring does involve skill, as suggested by this list of

-"do;s" for the tuter (K]ausméieF{ et al., 1972): {

[

. o 90




¢
-

Be on tire to the‘tutorino session.- o
- Be prepared with the"mater1a1s you will use.
' 14Sit beside, rather than in front of, the tutee.
~ Gréet the- tutee p]easant]y to start the session and ta]k *
about something that will be of 1nterest
) ‘- Discuss with the tutee what’ﬁ??ﬁ be studied or practiced that
' day; ' ‘
\ " - Look at the tutee when either of yon speaks.
- Ask a question or give an instruction.to»the tutee..
- Speak slowly and c]ear]y: t | o -
. - Wait for thevtutee to answer each ouestion you ask or to
- ~comp1éte each exercise given.
| - For each %orrect and:complete.answer, té]]Ythe tutee that the
“ andwer is correct. i - ~ =
- Praise the tutee for try1ng
‘e Correct the tutee S Wrong .or 1ncomp1ete answers. 'o ‘
- Set a good example for the tutee by paying attention to the
wor} and indicating that you like ‘the sdbject°matter.

- .Be pleasant and tryftc be helpful throughout the'seSSion,\

espgciai]y when thé tutee may not seem‘to learn or under-
s | stand. ::M-' L - - - .
- Near the end of the session, réview what was learned dur1ng |
3 L the session and praise the tutee for having worked hard -
‘andf]earned.L ' '

A . B
- N b

. - Tell, the tutee when and where you will meet for ‘the next session.

%

) ) 01
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A number o%*hanua]s have béen prepared go assist in the trainiﬁg of
‘fﬁiors, aﬁddfeveral of these are_iqgﬁtif{éd in the last section of this
_guideﬁcok. A];hodgh many programs begin with'trajnin; materials that
‘originated elsewhere, most sodner or later develop their own ve}sign‘to
;meet %hein oWn.partipulér neegs. Several schqo]i have prepared tape‘

¢

: recordings, for examp]e, which present Ehé ekperiences of theiﬁvownétutors _
and 1earners from past years. “These are. easier to p?épare than written )
reports and easier to understand tor tutors who are slow readers.s The usn.“ .
of.actua1 names and references tg fami]iar surroqndings make these tapes '

. far more ef;ective‘than on;s préﬁared elsewhere. ’And, being requested to

make a tape can be a special reward to parficipants.'

Exper1ence has shown that tutor training cannnt end with the formal -
trqining sessions. Prob]ems frequent]y occur, and the tutors quick]y be-
come dissatisfied and lose 1htnre§; if”these difficulties aré not resolved:
To help the tutors 9vefco$; these problems, ﬁany programs hold. "rap" ses-
sions,"psua]ly &eek]y, %here the tutors can air their grieyahées and make -

the%r feg]ings:knowh.

Two problems seem to emergé rather frequently during these discussions.

First, tutors tend to’ experience considerable frustration when there is
C »°

Tittle evidence of learner progress. It is very difficult for'them to
_ recognize ‘that learning takes time and that changes in skill ]ewe] may take

weeks or months to become apparent.” The second problem concerns the re]ég

“ oy -
0

fionship between the tutors and the recefvjng teaéhersﬂ Most tutors want

oo -«

more guidance on how to correct their partner's 1earn1ng problems than the
. younger ch1]d s teagher has time¢ to give. The tutors, hpwever, often seg

* this Tack of help as evidence of indifference on the part of the teacher,

a9 R

vJ bl
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v toward both them and the 1earners They also may have difficulty coping

. with what they. see as undeSirable behavior on the part of the receiving .
teacher. After they have learned to use praise and avoid criticism, they .
may become intolerant of opposite behauiors in others. Most of these
prob]ems can be worked out however, through—discuSSions 1ed by a patient

and sympathetic program coordinator or upper-grade teacher.

Training is perhaps equally important, although often less extensive,
when the tutors and learners are_ from the same classroom. Even in this
setting, many children will capy the authoritative, bossy characteristics o

they see as typical of teachers rather thaﬁ adopting a warm and helping

Yl

attitude. Cooperation and mutual assistance are skills’ that need to be

*

%1earned and chi]dren are not going to acquire them easily without help.
Teachers who use peer tutoring Within their own c1assrooms should be alert

to the attitudes the children begin te show toward each other and con- .

[ 2

structively intervene to encourage understanding and rewarding relation-’
AN [ -

\

. ships,

v -° - -
Maintaining Enthusiasm . ’ -

Even if begun with considerable comnitment and evident spirit, peer

tutoring programs easily can break down over time. Teachers who welcomed 4:
the tutors in their classrooms at the start of the year discover that the
added reSp0n51b1]1ty90f setting daily obJectives for each participant C

& R
can become burdensome ‘Sending teachers start to obJect when the tutor's |

obligations to the program begin to interfere with proaects and aSSignments.
Tutors at first dismayed by their own. lack of instructiona1 skill, later

seek a greater range to their’ reSponSibiiities ~Many 1earners simply ., ° . '

vt

become bored w1t2§ﬁhe routine of the program as many of their immediat?; ‘
ageme . -

?
~5
2

nt and as§istance are met.. ‘
X : ; ‘

s . . - ‘
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“‘“teep the program on track
L

[;

Constant'supervision of the program~is required if these undesirable

outcomes are to be avoided. As the staff at Pocoima observed, the success

' of a program alone is not enough’'to keep it going month after month and

i
year after year In addition to what the program accomp]ishes two factors

seem to be 1mportant if the program is to be a 1asting dne First, a pro- '

s

gram is not likely to survive un]ess at least one dedicated individua]

is wil]ing tq, assame u]timate responsibility for mak1ng it work we]] And,

J

second, that person must have the time needed to monitor What goes on,

—

resolve day-uo-day difficulties, and p1an whatever changes are needed to -

«Perhaps‘the“best way to combat malaise is to tnsore that plans have -
been made'for making the tutoring erperience‘rewarding to a]]uparticipantsi
Recognition for the tutors"efforts is essentiaf. They must be made aware
that teachers appreciate the positive contributions tutoring'makes Any’
lack of apparent interest by the schoo] steff wi]] make them 1bse 1nte’est2
Participating teachers, in turn, have to be ab]e to see construct1ve t
changes themse]ves A teacher who is more than w1111ng to go along w1th
a program on the basis of its promise sooner or later wants to see more
tangible resu]ts. And_they also want ,recognition for the1r efforts in
making the program a success. Without an enthusiasticpadmin1strat1dn,

their due praises are likely to go unsung.

Keepingpup the interest of the§1earners depends:on frequent observa:
tions on "how we11“the‘1earnerS"are"respondinoﬂto“their“tutors*"Whetheﬁ.
the session is fun or a chore is reac 1y apparent from the way the two
chi]dren seem to be getting along. Good sessions are. reflected in

interested,»attentive learners and relaxed, happy tutors. Poor sessions

o
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are marked by obvious discomfort and.lang sile;ces. Almost always, a lack

of progress and communication stems from the t tor not having sufficient
-~ - \ -

help.and support in knowing what to ¢J and how to do_it well. Those are

not appropriate occasions to reprimand the tutor. Instead they are ciues

v

that tutor training requires more work, that more suitabie‘materiais are
‘ needed, or,that recognition for the tutor S efforts Ras to appear\more

~+ " frequently. ©o ' o |

T N

. 1 : .
A number of techniques have been devised to ensure that the needed -

recognition occurs regu]ariy. -In some programs, including those developed

by Bright and his assdciates in Waco, Texas (1972), peer tutoring is

supported by a system of'tokens”Wﬁich can bée traded for specia] activities

E and prizes. In Madison, photographs taken during tutoring sessions at =

. 7\\3

e, the Sherman School are shown ‘to visitors who~have come to see the program

in operation and to the parents of tutors?ahd 1earners who are invited

H

- to the school for a “recognition" evening. Periodic“soc1a1 eV‘hts for the

) A

| “tutors and their 1earners are part of the program at Pocoima. At the
P Jetton School in Paducah, tutors <eceiye‘specia1 certificates and ° . /t
N _trophies as well as school credits. - .
- / .

o . Finally, some provision has to .be made to permit tlitors who are

4 1]

disillusioned with thé:program to 1eave it. There seems to be a consensus
that cross age programs have¢to be voiuntary if genuine helping relation-
.« Ships are to be "achieved. Withdrawals from 2 voluntary program can be

contagious, however, ‘unless aii chiidren are .prepared for them and unless

4 °

| —~—any_child who wants to 1eave can withdraw without embarrassment Letting

—— P
T

students participate “for- a-week or s0 as "junior tutors" toward the end_

of the xear prior to their,e]igibi]ity for the program may give them

-
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w
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them or not.

L4

Determining Outcomes

]

Evaluating, the success.of peer tutoring programs has been a continuing
problem. Many of the studies that have been conducted have been too
experimenta]kin nature to permit their.replicat%on elsewhere or to produce
the kinds of‘comprehensive outcomes that\are of rea] interest to most -

educators. Other studies have considered the long-range goals of in- 3 .

school programs but have found it a]mostlimpossible to draw confident

conclusions as to what was due to the tutoring and what,was not, :In many s

o ! . -

) ‘ . -
reports, the gains attributed to peer tutoring are so large they shou]d'be
'viewed'with skepticism. In other,. seemingly 1ess suécestful studies, the -
program may well have had much more of an effect than wasgdemonstrated ) i

y quantitative]y. c / : s
| .

(3

Assess1ng the contribution of peer tutor1ng to academ1c gains is far . e

A\

t

-easier when the objectives of the program have been well defined. Greater

than otherwfse expected progress in reading sk111, for examp]e, can be L
determﬁned through before and after standardized readlng'tests providing‘ "
two‘assumptions can be met ‘ First, it must be c]ear that‘the gains were

the result of the tutor1ng and not some other feature of the program such

as the s1mu1taneogs 1ntroduct1on of a new read1ng curr1cu1um or the prad-

tice effect of repeated test1ng Second, 1t must be ev1dent that the ga1ns< .
would not haye occurred in the absence of ady program at all, partfcular]y ‘o
, if the program has a compensatory or remedial emphasis Low scoring child- ) .
e ren often obtain that score because of qhance, and on a secondltest the& " ”;;
will get a score closer to their truer and h1gher ab111ty even if noth1ng ' ”A.~l"'

at all is done hetween test administrations.. -

Q ‘ : -90- vy ' ) > a " !
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These assumptions generally cannot'be'met witholt demonstrating. that
an equivaientogroup of éhi]greh not exposed to the program do n;t achieve
the same gains. This js quite difficult, hqyevér, because'equiva]ence.has
to be estabiished both in terms of the characteristics of the two gr;ups
of children before the program, and in terms of the nature of their experi-
ences during the Srograh. Giving some children an extra half hour of
reading practice a day, for example, is likely to produce gaf;s whether
" the practice was made possible by peer tutoring of by Just allowing the

child.to read individually for an equal amount of time.

4

For many programs,égﬁiéhg other hﬁnd, this kind, of analysis is not
warranted. If greater than e#pected gains result from the introduction of
a new proéram'which could not have been implemented without using othei
students as teaching’resources, the benefits to$the Jearners can be just
as real. How much the tutoring itself contributed mékes little difference
" to the educational gains for the particiﬁahts. Even when the focus of
the proéfam is remedial, there are statistical techniques which make it
posSib]é to subtract the gains due solely to chance, gains teﬁﬁnica]]y'

referred to aé "regression" effectsy so that the added improvement caused

&

-

by the program can be determined.

" Academic gains for the tutors are at least equally difficult to
establish. Below grade-level reading skilils, poor self-study and organi-
zational skills, and lack of interest in school are E]J sources of low
achievement thought to be correctable by partiEipation in a peer tutoring
program. Again, there are two philosophies which lead to different

approaches to evaluation. One is to compare .gains for the tutors against

those of an equivalent group, who also must have volunteered tb-be tutors

91- - .
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if this was a component of the project. The other is to see if tutering

produces better than expected results for the entire class, participants ’

r-]

and nonparticipants alike. The impact of a tutoring program maygwell be

a change in the school climate that potentially benefits everyone.
‘ "y ’,/
Before deciding on the measures to be used to determine cognitive

o

gains, careful ‘thought should be given to whether the program has an honest

. chance tocmater1a11y affect test resu]ts and to whether the performance

measured by the test has genu1ne educational s1gn1f1cance Some W1de1y

used standardized achievement tests simply are too g]obal or comprehensive
'fqr the scores to be influenced by a-limited curricular or instructional

change} including peer tutoring. Other tests, including many of those

created especially to go along with some tutoring experiment, measure .
outcomes. which are meaningful only to the experimenter'and not to

the educational community at large. Selecting the right tests requires -

thorough familiarity with what is available, and professional ass{stance

1)

often will prove very helpful.

Measuring social development is even a greateér problem because of the
lack of acceptable test instruments which can be used to assess those out-
comes numerically. Attitudinal measures sometimes are used, but these
tend to command little credibility either among educators or researchers.
Descriptive reports and observations more suceessfully characterize the
kinds of personal grthh expected from programs aimed at socia] outcomes,
but eva]uat1ons based on]y on these kinds of observa ions fail to be ’
convincing w1thout supporting data. Better measures are required and will
have to be found, particularly since the continued funding of many peer
tutoring programs is assured only if they achieve clear-cut, positive”

results.
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_from it is preferable.

<

One last issue that deserves attentjon is the poéition that peer '

o

tutoring need not produce measurable cognitive gains or persona]tgrowth to

/

be successful. For possibly a large proportion of 5tudents, participation

»

in a tutoring program as either 1earner or tutor may 1tse1f be a va]uab]e

exper1ence. Not all children have the talent to be in’the band, the

"strength or stamina to be a sports star, or the ability to routinely make

the honor roll. Many children come from homes and communities whare -
warmth understand1ng, and attent1veness from an older "person is sore]y ”
]ack1ng For many children, the school env1ronment is the only ava1]ab1e
source of sbciai.re1at1onsh1ps and pergona] pride. G1v]ng these outcomes

a chance to occur may be one of modern education's most important functions

even if the benefits accrue to only a few of the children.

7

Orienting Parents and Colleagues

Keeping everyone fully informed seems to be one of the key character-
istics of successful programs. Pe:: tutoring, like most newly introduced ~»
educational techniqueé, may create a certain amount of uneesiness and
concern. There is always theatemptation, of course, to create a little
mystehy for a program to hﬁﬂp it acquire a bit of glamour and brestige”

Although a certain amount of that is sure to occur, there is no need to

encourage it unless one is fully prepared for sniping from the sidelines,

an, occasional irate parent or a possible veto from the administration.

_Openness about what the program does, how it works, and what can bé expected !

Before looking at what should be done to introduce a brogram, con-
sider what not to do. Usually the first mistake is attempting to do too
$

much too -quickly. Start small, and suggest en]argind the program only when

99
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you are ccnvinced that e]]_the more’important problems have been solved.
A second mistake is aiming too high. Be modesf and quote the‘nearly un-
believable results from some reports only with appropr1ate skept1c1sm
“Doing better than was exbeZted will satisfy everyone; doing less we]] will
please no one._ A third mistake is to attract or encourage: publicity

before a program begins. There will be plenty to talk about if it is

successful. Be patient.

;,Howito gain the suoport of colleagues who are oeing recruited to
participate in a program must be seriously consjdereo. Adequate preparation
ni11 help 1aonch the éiscussion, which'shouid be addressed at deciding
what kind of program is wanted rathersthan at/announcing'éome specif{c
solution. Setting a cooperat1ve tone at this po1nt by encouraging the
help and suggest1ons of others in. the design stage may be fundamenta]

to everyone Tater working together. Knowing what has been done elsewhere,

and being honest about possible problemss, will add credibility’ to the idea,

as will focusing attention on the recognized needs of your own school as

, determinants of the aims of the program. Peer‘tutorﬁng should be intro-

_ duced to solve problems, not to create new ones.

“

Even after there is a general .decision to proceed, many more meetings
will be needed to keep everyone informed of decisions and progress. Care
should be taken not to exclude teachers who are unenthusiastic. ‘Their
initial lack of interest may stem from legitimate doubts, dnd they may
reverse their position after seeing the cresults of a trial period of pro-
gram operationt If you can'keep their early decision from appeirfng final,
you may discover some strong»support from them later on. Let everyone

who wants it have a role in planning the program and preparing materials.
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Getting others involved wi]] foster their cooperation even if théir classes

o
+

will not be part of the initial program. -

Administrative concerns vary cocnsiderably from cne setting to the )
next. Will transportat1on be requ1red7 Who will adm1n1ster the program’
What are the parents 11ke1y to say? Does the plan insure that 1nstruc-
t1ona1 superv1s1on is ava11ab1e at all times from a certified staff member?
Will. there be any new exgenses, clerical requirements, or added administra-
tive burgens? Should the program be@sent'for apprdvai to the superinten-
degi's office? Will the proggﬁm be disruptive for nonpa}titipating chi]df ./
ren or int:rfere with other séhoo] activities? If the fﬁtors are fo miss

any of their own inst?uction,,how will it be made’ up? . ow
: a : o

At some point, parents also will have to be informed. Practices
:differ in this respect. Someeschoo1s forma?ly request permission from the
ﬁ%barents of particfpatiqg ;hf1dren, either by letter or at a conveniently

scheduled orientation meeting:; prer schools try to inform the parents,

o

often through the children themselves, but deliberately avoid’askingf
apermission. Tutoring in these schoo]s‘is agproached as a normal educa-
tional practice which needs no more{parenta1 consent than the use of

. television or film in the classroom. The likelihood that some parents
"will fail fo give their permission to a child who wants to participate is

seen as potentially damaging to the very children who may be helped most

by the program.

Simple but reguﬁarrrecords make it possible to trace back what has
happened if objections or disputes arise. All tutors should be required
to maintain a log of each session but only essent1a1 informatior should be

recorded. Ih several programs, the tutors have been requ1red to 'make~and
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write up detailed observations on. each session. This task sobn becomes

objectionable, and can.detract from the real purpose of the program. sn
effect1ve ‘dubstitute wou]d be to require some small amount of written work
from the learner dur1ng each session. This will give the rece1v1ng teacher

‘ a chance to reV1ew the progress being made and will.serve as a record of '

the session at the sé@e time. ’ - :

o

Frequently Asked Questions ’ - ° -

Not surprisingly, many of those responsible for starting peer tutoring
fprograms have been able to identify a varietf of questions that repeatedly
are asked. Heré are a pumber of them, together yith a gonsensus of the

» usual answers:

| 4 -
Should a child's race or sex be considered in how children are paired?

o

;

‘These factors are not genera]iyﬁseen as problems by the children
“T " themselves. Boys, and sometimes”girls, in the upper e1epentary grades
occasionally resent receiving he1p from an older child of the opposite
sex, aoo shou]d be allowed to exercise their p;gferences if possible.
Several programs attempt to recruit o1der children of the same background
to helpra younéer chj]ﬂ who is behind, particularly when there is a
, langauge problem. Other schools pair children on the basis of persona1i£y
characteristics and put a shy’ ¢nild with another shy child, foraexamp1e.
Perhaps the best solution, and one that works quite well in practice, is

to let the children pair up by themselves.

Is it a good idea to keep pairs of tutors and learners the same throughout

the’schoolgyear?

It is generally agreed that pairs should not be changed arbitrarily

or unnecessarily. On the other hand, there is no reason why a remedial

~

4
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program should last the entire year if real progress has been made. A

tutor could be assigned to help a child who was behind in fr;ctions or

blends, for instance, with the understanding that the relationship would
[

end once the learner's difficuity has been oyercome. Changing partners

may bé a good idea if one or two pairs of children simply are not getting

along. A fresh start with another child may be all that is needed to

<

correct.the problem.: . ' .

Is the age difference between the two children a significant facter in

the success of a program?

*0p1n1ons d1ffer on this point. Some experts, ,:t?t1cular1y the
Lippitts, are conyinced that the children must be at least 3 years apart

in age so that the older child can serve as a model for the younger one.

‘OtHers believe children closer in age share a closer under%tanding of

1e;rning problems and, are more likely to know what if expected ;rom any
particular assignment. A tutor who is not much older than thg 1egrner also
is felt to be a more bel4ievable model in terms ofiski]]‘requiremeﬁts and
the strictness of performance criteria. Almost all experts agree, however,
that the ability levels of the tutor and learner should be far enough

apart tb keep the learning tasks from being too much of a cha]]eﬁge to-the

tutor. {

Which kind of children make the best tutors?

That seems difficult to predict. Un]ess forced into a tutoring role
against their wishes, most ch11dven seem to have an equal probab111ty of
success. Bright tutors may be more able to stimulate bright 1earners. on
the other hand, and tutors who themselves have long histories of learning
difficulties may be extra helpful to slow learners. Being motivated to

become a tutor by a sense of wanting to help someone else seems to be
- - 4‘97"
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.their own age often turn -out ‘to beoéuperion tutors if given sympathetic

tra{ning and emp1e support. These children sometimes profit more from
» @

Q

tutoriny than the learners: . ’

s .
Isn't it a;prob]em when only some children are slggJed out as learners in
4 L]

need of . spec1a1 assistance? . mog;

9

3

A]most all children, even those in the lowest grades, are fairly

¢ / IS

J

Q -

of value. Even chifdren who appear not to get along we11 with others of *
realistic about the ability ranking of the students in their own class.

-

It often takes several years of school experience or considerabge pressure
from home before cnj1dren become ‘defensive over their learning difficu]tiee.
The usual experience in tutoring programs is that slow learners look
forward to extra help which allows them to npré’free]y participate in
regular class activities. Children who learn slowly shdu]d‘not pose any
problems in in-class, practice programs so, long as helping relationships

are encouraged. The value of tutoring‘eesi1y cdu]d be destnoyed, hoviever,

by a teacher who urges pairs to compete with each other to see which

finishes first. ¢

L 4

How can discipline be handled and disruptions contro]]ed?

¢

Most misbehavior is more easily prevented than contwolled. D1<rupt1ons .

2

during a. tutoring session dsually 1nd1cate‘gshat the children are frustrated
with their task and unhappy about their‘re1ationship with each other. .
Correction of the problem requires halp for the tutor, through either more
assisﬁance in selecting materials or aid in being more responsive to the
Tearner's needs. Children do act up even in the best of programs, .however.
To deal with tnem, many tutoring programs establish’ground rules which

# ' .
are made ciear to both members of the pair from the very beginning. A

L2 >
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learner who becomes disruptive then expects to be reported tg the class- .
room teacher immediately.” Tutors almost never are given responsibi1ity-
for attempting to control misbehavior or for administering discipline.

What happens when one member of a tutor1ng pair is absent?
3

Many programs prepare | the 1earners for the poss1b1e absence of the1r

tutors and, -when 1ttdoes occur, T s1mp1e exp]anat1on w111 do. Younger o
ch11dren seem to suffer cons1derab1e d1sappo1ntment when the1r tutor does -

not appear, part1cu]ar1} in remed1a1 programs where §low 1earners can

[

v1ew a. m1ssed sess%on as "a form of reJection éﬁ much more $ignificant k

K

prob]em on the otherhhand, is, the absence of a receiwxng teacher. Un1ess >

T e ‘e

«c1ear 1nstruct1ons have beén left, the subst1t"te teacher may nbt fo11ow' .

the regu]ar teacher S norma] routine, and this can have a damag1ng

1nf1uence on the tutor1ng ré]at1onsh1ps o . A

” oo : L.
What kinds o?-grading standards can be applied’to tutoring?

Several programs using jurior or senior'hibh school tutors_offer T
tutoring as a cred1t e]ect1ve which..can be taken 1n place of music, shop,
or a foreign languages In some instances, it is poss1b1e to g1ve credits
without assigning grades. uere,qrades do, have to be given, the practice

seems to be to grade_on atxendance, record keep1ng, and other adm1n1strat1ve

;

duties rather than on the tutor s perFOrmance in the tutor1ng sess1ons.

l>

Some programs add respons1b111t1es, such as ass1gn1ng the tutors the task

) 1

. of preparing instructional mater1a1s, JySt;to,prov1de a basis for grading -

without having to evaluate the tutor's instfgctfonal skill.

] * o

What is the receiving teather expected to do?

0
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guidance o what is to be aéggmplished‘during theltutoring.sessions. In
some instances, thegreceiving teacher wi]i prepare a daaly assignmentA >
sheet listing prect1ves and 1ay out a supply .6f su1tab1e 1nstructlona1 |
materials. "Other teachers are les$ specific. " They ass1gn genera] top1cs,
such as story reading, and let the tutors use the1r own -judgment as to ‘
what exact help is needed. » o teachers schedu]e a grouo teaching -
period at the time the tutors arrive. Thegtutors sit with their 1earners

during this teacher 1ed ‘period and then take them off for ‘individual

apract1ce fo]]ow1ng the same techn1ques they observed being used by the

o

c}asSroom teacher.

. i . - Y T °
. . N \ -

[23-4

Who usually takes resEonsibf]ity for starting and coordinating a tutoring

¢ N ‘.

4 « .
; s ) A
program? *. ' ) _ ‘ o .

In various schools, resource teachers, guidance counselors, administra-
. . / .
tive, staff and.individual cT[asroom teachers all have initiated programs
garge sra1e efforts obviously depend on someone who can devote a cons1der-'

t

ab]e amount of time to mak1ng arrangements, organ1z1ng mater1a1s, train-,

1ngltheututors. and mon1tor1ng the individual tutorgrg sessions. Small pro-

_ grams, invo]ving pertaps only one upper and one Tower grade class, can be

made to work far more easily, and the two ‘teachers can handie most
respons1b1lrt1es themse]ves. The most important ingredients seem to be

v v

c]ear obJect1ves, an honest respect for the capab111t1es of the students,

© >

and a w1111ngness to he]p children learn to help each other.
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,  CHAPTER 7.

PROSPECTS AND RESOURCES
? ! .
.Forma11y organized programs of peer tutbring have had a 10;9 but fhin
history in edugationa] practice. It hés been only in the past few years
‘thqt a range of programs has been described in published literature, that.

. §ysfematic research has Been undertaken on variables.affecting the tutor-

X

. ing process, ‘and tﬁat training and other guidance materials have become

s generq]]y ava{1ab1e. Still, new ideas havg abpeared as the prevalence
ot programs h;sngrown, aﬁdlthis prucess is expected fo contin?e as the
benefits of children teaching children become better recognized.. whét.are

\
some of the directions peer tutoring is 1ikely to take in the future?

L] . “

. Students as Teaching Resources . ' 3

The teacher crisis of the 1960's has now passed, and the shortage

) .. ~ ,
of qualified teachers that en;guraged many new innovations in education

.

has been eliminated. Except in extreme- cases, however, the size of typical

-

'c1asses'has not been diminished. Budget pressures are preventing the .

e

. achicvement of levels of teacher-pupil ratios that most professional
ceg&ugators feel g;ﬁ«réﬁﬁired if individua]i?ed‘attentioﬁ is to become
o cnaractérigf?:7oﬁ most schools. Students themselves have not been generally.
/y//ﬁsgs{éered appropriate as instructioﬁa] resources, perhaps because the

< : ,
value of the experience for’ the giver, as well as the_receiver, went

unrecognized. There is now a considerable backlog of data that shows

° Y ~»

* otherwise. - S . ,/,—

‘ I@dfviduallattention is impo-tant. Some children are marginal learners, ° .,

-~

They learn a 1ift1e too slowly to kéep up with-their c1ass'but a little.

too quickly to be left"behind. Their cumu]aiive schaol experience is one

. »
. ~
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" of frustration, despair and withdrawal. Saving these children represents

aﬁ important responsibility pf édudétion,vbQE one whicﬁ offén is too
expensive to be met through special classes, added teachers, or paid aides.
Yet, vast numbers of students are willing to go to almost any length to
get themselves actively involved in meaningful activities. Théy have few
of the opportunities that existed even a generation ago for part-time Qork

Y

or other responsibitities.

¥

v .;It_i§'h1so-c1e§f ihat the role of education is changing. Preparing
;tugénts to meet challenges they will face as adults requires far more than -
the mastery of reading, writing, and arithmetic. Teathjhg children how to
get'a]ong with each other“may be one of the most significant responsibilities

of education today and‘d?ve1oping positive hé1bing relationships may be

S

at least as' important a reason for using peer tutoring as aiding cognitive —

growth. Conventional teaching practices may nui meet these new needs.

Teaching tends to do what 7it can do best; so knowledge and' related skills

_have become emphasized in our educational programs because these outcomes

can be produced by a teacher at the front of a-classroom. However, many
educators have beEomq increaeingly aware of the need for a broader

3
perspective. ) . ,

Introducing change without simultaneously disrupting a1 that is of
;a1ue.in the way edquEiﬁn is now offered’is_a serious concern. Contro-
versies over the ‘a!ternativé‘ schools curfént]y being established suggest
the depth of feelings about educational practices among various groups in
our society. Yet, such radical changes ma§ not be required. Giving pupi1s

greater participation in their own educational process, and serving their

personal as well as their intellectual needs, is entirely plausible within

&
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the structure of present day schools. These outcomes may -never be realized,

however, without-use of all the resources presently available to education.

(4

More than just the introduction of peer tutoring prégrams may be

&

éfgguired.' tombin{ng upper and lower gradé classes within a single class-
’ x < .. .
room, giving children greater responsibility for understandjng with

teachers raEher than under their direction are other changes which may
follow the introddction o; peer teaching. The participation.of 1earne}s
themselves in-p]anning,.conducting: and evaluating their educational

experiences coh?d 1e§d‘tocthe kinds of sghoo]_c]iﬂftes that so'far have

been beyond grasp. Peer ;yioringuneverthe1ess represents a reasonéb]e
~ .

first step. ///// . C : ' -

" Current Trends -~

The very variety of ways in which children can teach other children

suggests. that’programs have been deve]oped\to meet a broad range of
o ,

educationa17neegs. Some-programs are quite informal, others are highly
) o . 2 .

e . ys . . ¢
structured. “Some focCus on cognitive outcomes, others emphasize social

deve]ppmeht. Some are directed particularly at the learner, others are

(: aimed primarily,at helping the tutor.” This diversity demon: rates the.

-

overall utility of using students as teachiny resources, but it also can
lead 0 concerns cver the choice anﬁ design of a program to meet the needs
and circumstances of an individual school or classroom. Which kind of

program is best?

o

Unfortunately, there is no research sugge§ting one kind of program is
betfer than any other. This is due not to researchers fai]iﬁg to recognize
the importance of basic comparisons but, instead, to thgir awareness of the
number of influences affecting a child's educational pYogress. The way
A ' .
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tutoring is used, and even its use at all, depends on how it fits into
tﬁésrest of the iné!;uctional process. Not all teachers feel that peer

tutoring is an effective use of class time. Not all administrators are

a

willing to give priority to peer tutoring in allocating personnel resources.

And not d]]cﬂﬂPi]S necessarily need peer tutoring to achieve expected

<

levels of academic and social competence

On the other hand, peer tutoring can be-an exciting and constructive
" part of almost any educationa1 p]an Teachers who do use tutoring pro-

grams often find that they make substantia1 contributions to their stu-
4

dents' progress. Administrators who adopt programs regard‘;hem as ways of

enhancing their entire edgcafional program And’participating pupils

v

almost always see peer tutoring as an enjoyable, he]pfu] schoo] experience.

Some programs, such as the one in ‘Pocoima, have been enormously successful

<

while others, inc]uding those by Eag]eton (1973) and Kelly (1970), ‘fai]ed

- to produce distinctive benefits. But a trend toward the more w1despread

use of peer tutoring is evident.

/

As more and iore educational practitioners become invo]ved in peer
tutdring, several encouraging changes in the characteristics of these
programs have occurred. These. changes are not necessarily infallable as -
guides for.what will happen in the future, but they do provide some
indication of what can be expected. Anyone intending to incorporate peer
tutoring in his or her overall teaching: program should be aware of these
ajevelopments and the “reasons for them. Largely, they reflect the experi-
"ences of educators who have egperimented with tutoring programs and -thus

provide insights as to which directions are most promising.

-

First, an increasing number of programs are being designed with the

school, rather than research, in mind. The sometimes rigid requirements

3

-{os-
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imposed by laboratory-style e*berimentation a?e giving way to greater’

. emphasis on ways of meeting the requisites for a smoothly functioning
program. Research is coﬁiinuing, of course, but the..,aims of these
investigaiions are more and mori frequently” directed af questions that
can be solved w}thin the limitations of typical budgéts, the struc%ure of
ord{ﬁary classrooms, and the capability of‘availaéle school pérsonnel. In
this serise, research on{peer tutoring is tending to become more practical

-

and less abstract.

Second, the“tendency in ;ewer programs %s away from theory ﬁnd toward
more flexible and adaptable designs. Different kinds of approaches are
Befng recommended to meet different kinds of needs, and prograps’increas-
ingly are being designed which incorporate featu}es from several different

sources. This, trend will permit tailoring programs to better meet individual

\.\

classroom and pupil needs in the way tutoring activities are designed.

‘tutors and learners are paired, and sessions are scheduled. The Judgment .

of the classroom teacher in organizing programs, selecting materials, and
/

providing direction is increasingly being relied upon to make programs do

their job effectively.

And third, there is growing }ecognition that Soth socia; and academic
gains, and both tutor and tutee benefits, can be aimed for in thg same
program. Although it is not yet clear hgw each specific objectiVe can be
reliably achieved in terms of program hésign, it is clear that none:of -
these objectives must be excluded becau;e others are present. From a ;
practical point of view, it normally will be expedient to give priOfity
to sohe part%cu]ar]y essential outcomes, but other goals should be consid-

~

ered simultaneously. Improved clarity in the statement of program objec-
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tives and better téchniques for assessing both social and academic results
« *

are developments which are fostering mu]tipurpose'tutoring projects.

Taken together, these trends suggest that it is becoming increasingly
pdssib]e'to design programs to meet specific purposes rather than having

to accept particular program models as §hey.were used elsewhere. There are
a number of genera] principles, of course, which can be used as guides in
the 1mp1ementat1on of any program and wh1ch should improve its quality.

The d1vergent assortment of demonstrab]y successfu] projects, on the other

01:35/0'.

hand makes it clear that good peer tutor1ng depends upon few hard and

o _,Jw.

fast rules. Any teacher can feel free to use his or her own 1mag1nat1on
to come up with useful new combinations of tutoring tecnniques and possibly

improve on the preseai state of the art as wel1. o

PrdmotingiChangg

»

Bringing dbout change cannot be left to everyone else. Not all
e

teachers are interested in seeing change occur. But those who are

vdetenmined to create improvements must take the jnitiatiVe.' An individual

&

teacher _may not be able to alter the course of education. Co]]ective]y,

on the other hand everyone's comb1ned efforts can accomplish something

" significant and lasting. The benef1ts uota1nab1e from peer tutoring may .

représent only one facet of a11 that is needed, but this kind of inexpen-

sive, flexible innovatﬁonrmay well be a good place to begin.

/

What, then, can individual-tlassroom teachers do? First of all, they
can examine the goals of edugation'in their own schdo]s and classrooms; and
decide_for fhemsé]ves if these goa]s honestly ‘are being achieved. Some
undoubted]y are. Otherg will requiré’so]utions well beyond those an

individual teacher can introducg. Sti11 others can be dealt with at the
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classroom level, using techniques such as peer tutoring. Recognizing a

need is only one step, however. Doing something,requires more than think- |

Al

~

ing about the problem or reading about potential solutions. Even a good.

-

try may be better than nothing at all.

’ .

| Teachers who qfe convinced. that peer tutoring may be what is needed .
in their school or classroom should, whenever possible, segk the collabor-
ation both of other teachegs and ﬁrofess%ona]s who have had experienceawith

» * programs elsewhere. There are programs all over the country, and most of

. them welcome visits from teachers who want to see programs in operation
. ~ . e

K " "and discuss how they work. Many of these programs will haégideveloped
'« _-,» _tutor training aids and other materials and should be willing té_sﬁare

‘these.products quite generously. There also is-a range of generally avail-:

-~

able méteria]s that, can be used in designing a new program.

More Informatipn-

- . - .
Some particularly helpful guidance materials have been developed in

| conjungtion wi{h various. programs throughout the country. ‘Thgse materials
can be used as a foundation for designing and'implementing a peer tutoring
program or for igProving a program whic? already is operating. Somewhat
different points of view are/reprgsented b& each of tﬁese manuals, SO
teachers or administrators who are interested in starting their own pro-

grams should considen‘coﬁsulting all of them if possible.

Children Teach Chi]dren by Alan Gartnef, Mary Kohler, and Frank

Riessman is a comprehensive sourcé of information on a number of different -

tutoring programs, with special attention given to descriptions of the
Homeﬁbrk Helper aﬁd Youth Tutoring Youth programs. This book should be

of particular interest to anyone who wants to know more "about programs
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- . ’directed primarily at benefits for the tutors. Published by Harper & Row,

.

1971 (180 pages, $5.95). o . | ’

Cross-Age Helping Program by Peggy Lippitﬁ, Ronald Lippitt and Jeffrey-
v ’

; Eiseman is a collection of orientation, training and related mﬁﬁéria]gftp'
aid in establishing peer tutorifg programs directed at social dé%e]dpment.

Published -by Institute for Socja] Research, University'of Michigan, 1971

£

(233 pages, ayai]ab]é only as part of a training package which int]udes a -

filmstrip and record, $60.00).

7 -

A Cross-Age Teaching\Resohrce Manual by John’Mainiero, Barbara Gillogly,

Orval Nease, David Shérertz, and Peggy Wilkinson is a detailed description

°

of the cross-age tutoring prog}am in\theA0ntario-Monthair, California,

- " School District. Special atteﬁfﬁon is given to the content of tutor-

training éeminérs.;,Pub]ished by La Verne College¢ La Verne, California, <
- " oo o / At -
1971 (126 pages, $3.00). ]
H 0 .
< . How to Organize an Intergrade Tutoring Program in an Elementary

{}é School- by Grant V. Harrison explains how to begin a structured tutoring

proéram'in beginning reading oy beginning mathematics using simple
school-made instructional materials. Suggestions for training the\}utors .
> . *

- are inclufled. Published by Brigham Young University Printing Sgrvice,

1971 (107 pages, $2.65).

N\

A Teacher's Guide to Progrémmed Tutoring in Reading by Elbert H.

Ebersole déscribe§ the’ program started at the Soto Street School in Los ' ¢
Angeles to improve the reading skills of first and ;ecéhd graders through

cross-age tutoring. The tutor-training sessions, the materials used by

the tutors, and the procédures they follow with‘the learners are é%p]ained. .
Published by.EberSon Enterprises, 120 W. Union‘St.,‘basédena: 1971i(92

pades, $3.95).
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9
Tutoring Can Be Fun by Herbert J. Klausmeier, Jan T. Jeter, and

Nancy J. Nelson is a delightful booglet meant for upper-e]emeﬁtary and
junior high school tutors. Alfhough prepared primarily for use in
implementing the Individuai]y Guided Motivqtion (I1-G-M) Program, it is
suitable for tutors in any f]exible cross-age program. Pub]i%hed by the

Nisconsin Research and Development Center for Cognitive'Learninq,

‘ University of Wisconsin, 1972 (54.$age§, $1.75). o S
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